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ABSTRACT 
SUSTAINABLE LEADERSHIP:  A CASE STUDY EXAMINING PERCEPTIONS OF 
PARTICIPANTS IN A LONG-TERM, DISTRICT-WIDE REFORM  
ERIC JOSEPH DUEPPEN 
Each school year seems to bring new demands for change.  As a result, today’s education 
leaders must address multiple challenges simultaneously, and often with limited resources.  To 
address these challenges, leaders must create and implement meaningful changes, while allowing 
their organizations and those working in them to more effectively fulfill their purpose.  Today’s 
education leaders must be skilled in the practices of sustainable leadership.  
Through this study, the researcher sought to build upon the work of Hargreaves and Fink 
(2004) to define further practical examples of sustainable leadership in the context of a large-
scale reform.   This qualitative, intrinsic case study examined Reform Partnership Initiative 
(RPI), a unique reform partnership that merged the funding resources of the Ellis Center for 
Educational Excellence with the technical expertise of WestEd to create a model for public / 
private partnerships that could support school district transformation. 
Sixteen veteran educators who had been long-term participants in the RPI were selected 
to take part in this study.  Participants in this study included members of the WestEd team, 
principals, and teachers who worked side by side during the six-year period while RPI was in 
place to design, implement and sustain meaningful, systemic reforms.   Semi-structured, in-depth 
interviews were conducted one-on-one with each participant.  During the interviews participants 
reflected on the goals and effectiveness of the RPI, the leaders they worked with, and their 
experiences with the implementation of seven specific reform elements.  Participants also 
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reflected on the changes in their own leadership that they experienced as a result of their leaders’ 
actions during the RPI.   
The researcher analyzed the perceptions that the participants shared in order to gather 
information about sustainable leadership practices. The researcher found that all participants in a 
reform have a leadership role, including principals as well as teachers and external partners.  The 
researcher also found that people perceive the goals of a reform differently depending on their 
role and that those goals can become unclear when not shared among all stakeholders.   
The researcher concluded that sustainable leadership is evident when leaders: establish 
and communicate expectations about the reform, create opportunities for deep learning, are 
positive, appreciate, encourage and support people, make the reform practical in the present and 
connect it to the future, trust people to work with and make sense of the reform, and use data to 
inform people involved in the reform.    
The researcher also concluded that leaders can detract from sustainability when they:  
approach the reform element superficially, make people feel threatened, are absent, impact 
people’s use of time negatively, impact peoples’ wellness negatively, overwhelm people, fail to 
establish priorities, or undermine the people or the reform itself.  Finally, the researcher 
established that the actions of reform leaders can impact how participants perceive themselves as 
leaders.  When sustainable leadership is present, people feel trusted and empowered as leaders.  
They feel pushed to grow and learn.  They also shift their focus from accountability to true, 
meaningful learning.  In the absence of sustainable leadership, people can develop the sense that 
their leadership capacity is unfulfilled.  
 
  
iv 
Acknowledgements 
I would like to thank the following people who exemplify sustainable leadership, and 
have empowered me by their example to be the leader and scholar that I am today: 
• To my Committee Chair, Dr. Nicholas Clement, for being willing to take me and my 
study on and for providing consistent, humble and thoughtful encouragement. 
• To Dr. Walter Delecki, for providing not only myself, but also my wife and countless 
other aspiring leaders, with the inspiration to make changes that matter.   
• To Dr. Thomas Hughes, for believing that my voice as a practitioner matters and for 
encouraging me to share my work with the outside world. 
• To Dr. Kim VanDerLinden, also for believing that my voice as a practitioner matters 
and for staying the course with me throughout my doctoral journey. 
• To Dr. Edie Hartin, for all you have done to help me transform my nebulous and 
convoluted study into a scholarly work.  I could not have done this without your 
hands-on guidance, positive approach, and kindness. 
• To Dr. Charlotte Boyle, for giving me my first principalship, and along with it, my 
first significant opportunity to make changes that mattered.  
• To Dr. James Bogner, for helping me make the shift from principal to district-level 
leadership and in the process opening my mind to the power of trust. 
• To Mr. John Wann, for giving me my first teaching position and showing me that 
teaching must always be approached as an act of social justice.  
• To the hard working students, teachers, principals and WestEd staff with whom I 
have worked, for proving that a reform and its participants do not have to be perfect 
to create significant and sustainable changes that matter. 
v 
Table of Contents 
Chapter Page 
 1 Introduction ........................................................................................................................ 1 
 Background .................................................................................................................. 1 
  Pursuing Change .................................................................................................... 2 
  Pursuing Meaningful Change ................................................................................ 4 
 Statement of the Problem ............................................................................................. 7 
  Reform Partnership Initiative (RPI) – An Opportunity to Examine  
  Sustainability Leadership ....................................................................................... 9 
 Purpose of the Study .................................................................................................. 11 
 Research Questions .................................................................................................... 11 
 Definition of Terms .................................................................................................... 12 
 Acronyms Used .......................................................................................................... 13 
 Limitations ................................................................................................................. 14 
 Delimitations .............................................................................................................. 15 
 Assumptions ............................................................................................................... 15 
 Significance of the Study ........................................................................................... 15 
 Summary .................................................................................................................... 17 
 2 Review of the Literature .................................................................................................. 18 
   Introduction ................................................................................................................ 18 
   Reform Partnership Initiative (RPI) ........................................................................... 18 
   Partners in Sustainable Reform .................................................................................. 19 
    The Ellis Center for Educational Excellence ....................................................... 19 
    WestEd ................................................................................................................. 20 
    Central Elementary School District (CESD) ....................................................... 21 
   Defining Sustainability .............................................................................................. 21 
vi 
Chapter Page 
   The Case for Sustainability ........................................................................................ 25 
   The Pursuit of Sustainability ...................................................................................... 26 
    The First Period of Reform: From the Middle 20th Century to the Middle  
    1970s .................................................................................................................... 27 
    The Second Period of Reform: From the Middle 1970s to the Middle 1990s ..... 27 
    The Third Period of Reform: From the Middle 1990s to the Present Day .......... 28 
   Examples of Large-Scale Reform Initiatives ............................................................. 30 
    Comprehensive School Reform (CSR) ................................................................ 30 
    Reading First (RF) ............................................................................................... 32 
    Reform Partnership Initiative (RPI) ..................................................................... 33 
     Principle 1 ...................................................................................................... 34 
     Principle 2 ...................................................................................................... 34 
     Principle 3 ...................................................................................................... 35 
     Principle 4 ...................................................................................................... 35 
     Principle 5 ...................................................................................................... 35 
     Principle 6 ...................................................................................................... 36 
     Principle 7 ...................................................................................................... 37 
     Principle 8 ...................................................................................................... 39 
     Principle 9 ...................................................................................................... 40 
     Principle 10 .................................................................................................... 41 
   Challenges to Sustainability ....................................................................................... 41 
    Limited Sustainability Research .......................................................................... 41 
    Changing Contexts for States and Districts ......................................................... 43 
    Inertia, the Status Quo and Fear of Change ......................................................... 43 
    School Stagnation and Reform Inadequacy ......................................................... 44 
    Budgetary Limitations ......................................................................................... 45 
   Supports for Sustainability ......................................................................................... 45 
    Flexibility in Reform Design ............................................................................... 46 
    A Planned Approach to Implementation .............................................................. 47 
    A Supportive District-Level Context ................................................................... 50 
    The Impact of Superintendent Leadership on the District Level Context ........... 52 
    A Supportive School-Level Context .................................................................... 53 
    Stability ................................................................................................................ 54 
    Effective Communication and Inclusive Language ............................................. 55 
    Teacher and Leader Buy-In ................................................................................. 55 
    The Impact of Principal Leadership on the School-Level Context ...................... 56 
   Implications for Sustainability Leadership ................................................................ 57 
vii 
Chapter Page 
   Summary .................................................................................................................... 58 
 3 Methodology .................................................................................................................... 60 
   Introduction ................................................................................................................ 60 
   Restatement of the Problem ....................................................................................... 60 
   Restatement of Research Questions ........................................................................... 61 
   Research Design and Procedures ............................................................................... 62 
   Population & Sampling .............................................................................................. 63 
   Rationale for Selection of Criteria ............................................................................. 64 
   Sources of Information .............................................................................................. 64 
   Instrumentation .......................................................................................................... 66 
   Threats to Validity ..................................................................................................... 67 
   Data Collection Procedures ........................................................................................ 69 
   Data Analysis Procedures .......................................................................................... 70 
   Summary of Data Sources and Analysis Procedures ................................................. 71 
   Reporting the Data ..................................................................................................... 72 
   Summary .................................................................................................................... 72 
 4 Findings and Results ........................................................................................................ 73 
   Introduction ................................................................................................................ 73 
   Participant Demographics .......................................................................................... 73 
   Data Collected ............................................................................................................ 75 
   The Role of Field Notes and Artifacts in Data Collection ......................................... 75 
  
viii 
Chapter Page 
   Research Question 1 Findings (IQ1, IQ2, IQ3) ......................................................... 76 
    Improving Curriculum, Instruction and Assessment Systems ............................. 77 
    Fostering Adult Learning ..................................................................................... 77 
    Improving Student Achievement ......................................................................... 77 
    Addressing External Mandates ............................................................................ 78 
    Unclear ................................................................................................................. 79 
    Effective Overall .................................................................................................. 81 
    Effective Content but Ineffective Delivery .......................................................... 82 
    Initially Effective but Waned Over Time ............................................................ 83 
    Ineffective Overall ............................................................................................... 85 
    Evidence of Effectiveness .................................................................................... 86 
     Improved Accountability Labels and Test Scores ......................................... 86 
     Ability to Implement Useful Practices ........................................................... 87 
     Ability to Communicate about Effective Instruction ..................................... 88 
     Student Preparedness for the Next Grade Level ............................................ 88 
    Evidence of Waning Effectiveness or Ineffectiveness ......................................... 89 
     Unhelpful Coaching Experiences .................................................................. 89 
     Lack of Student Preparedness for the Next Grade Level ............................... 90 
   Research Question 1 Summary of Findings ............................................................... 92 
 
   Research Question 2 Findings (IQ4, IQ5) ................................................................. 92 
    Site Principal as Leader ....................................................................................... 93 
    Site Instructional Coach as Leader ...................................................................... 93 
    WestEd Coach as Leader ..................................................................................... 94 
    WestEd Project Director or Executive as Leader ................................................ 95 
    Assistant Superintendent as Leader ..................................................................... 96 
    Leaders Make Concepts Relevant, Practical, and Hands On ............................... 97 
    Leaders Possess Relevant Content Knowledge and Experience .......................... 97 
    Leaders Create Nurturing and/or Supportive Relationships ................................ 98 
   Research Question 2 Summary of Findings ............................................................. 100 
 
   Research Question 3 Findings (IQ6c, IQ7c, IQ8c, IQ9c, IQ10c, IQ11c, IQ12c) .... 100 
    Still Evident but Less Frequent .......................................................................... 101 
    Still Evident and Reflecting Continued Implementation of Strategies  
    Learned During RPI ........................................................................................... 102 
    Still Evident and Less Frequent but with Greater Focus, More Dialogue, 
    and/or Fewer Elements ...................................................................................... 103 
    Still Evident and More Comfortable .................................................................. 104 
    Evident as a Guide for Lesson Design and Implementation .............................. 106 
    Evident as a Foundation for Creating New Understandings about Instruction . 107 
    Not at all Evident ............................................................................................... 108 
    Evident and Focused on Planning and Data Conversations ............................... 109 
  
ix 
Chapter Page 
    Evident and Centered Around Professional Development and Program  
    Implementation .................................................................................................. 110 
    Evident but Far Less Frequent than During RPI ................................................ 113 
    Evident and Used in Current Projects ................................................................ 114 
    Not at All Evident .............................................................................................. 117 
    Somewhat Evident and Used by Teachers as Needed to Support Instruction ... 117 
    Evident as a Support for Implementing Standards ............................................ 119 
    Evident as a Support for Fostering Questioning and Discussion Among 
    Students .............................................................................................................. 121 
    Minimally Evident but Essential for School Transformation ............................ 124 
    Minimally Evident due to Low Levels of Involvement Among District 
    Administrators .................................................................................................... 124 
   Research Question 3 Summary of Findings ............................................................. 125 
 
   Research Question 4 Findings (IQ6c, IQ7c, IQ8c, IQ9c, IQ10c, IQ11c, IQ12c) .... 126 
    Rare .................................................................................................................... 127 
    Not at all evident ................................................................................................ 135 
   Research Question 4 Summary of Findings ............................................................. 136 
 
Research Question 5 Findings (IQ6a, IQ6b, IQ6d, IQ7a, IQ7b, IQ7d, IQ8a, IQ8b, 
IQ8d, IQ9a, IQ9b, IQ9d, IQ10a, IQ10b, IQ10d, IQ11a, IQ11b, IQ11d, IQ12a,  
IQ12b) ...................................................................................................................... 136 
 Having Common Expectations for Instruction .................................................. 138 
 Praising, Being Positive, Supportive and Encouraging ..................................... 140 
 Establishing Expectations for Professional Practice .......................................... 141 
 Focusing Professional Development .................................................................. 141 
 Engaging in Dialogue to Build Shared Understanding ...................................... 143 
 Establishing and Knowing Parameters and Expectations for Learning ............. 145 
 Taking it Seriously ............................................................................................. 148 
 Being Supportive and Encouraging ................................................................... 148 
 Establishing Priorities and Having High Expectations ...................................... 148 
 Providing Input, Modeling and Helping ............................................................ 149 
 Investing Time in Helping to Build Deep Understanding ................................. 150 
 Providing Opportunities to Learn the CT4S Strategies ..................................... 151 
 Creating a Gauge, Foundation and/or Model for Future Work ......................... 151 
 Providing Opportunities to Learn through PLCs ............................................... 153 
 Working to Make PLCs Collaborative and Focused on Learning ..................... 153 
 Being Present and Consistent ............................................................................. 155 
 Communicating Expectations and Value ........................................................... 155 
 Building Trust through the PLC Experience ..................................................... 156 
 Building Trust to Sustain the PLC ..................................................................... 157 
 Providing Training, Modeling and Making it Practical ..................................... 158 
 Being Actively Engaged and Having Ownership .............................................. 160 
x 
Chapter Page  
 Looking at Data .................................................................................................. 162 
 Looking at Data and Making it Useful .............................................................. 163 
 Building Trust through Leaders’ Approaches to CFAs ..................................... 163 
 Trusting, Providing Autonomy and Flexibility .................................................. 165 
 Still Having the Materials .................................................................................. 167 
 Still Referring to the Materials .......................................................................... 168 
Appreciating the Program and Training ............................................................ 168 
Using the Materials to Create Questioning and Discussion Opportunities for 
Students .............................................................................................................. 169 
Modeling with Adults First and Learning Together .......................................... 170 
 Appreciating the Approach and Modeling its Use ............................................. 172 
 Providing Consistency, Direction and Flexibility .............................................. 174 
 Focusing on Standards ....................................................................................... 174 
 Relying on the Curriculum Essentials Documents ............................................ 174 
 Experiencing Reliance on the Curriculum Essentials Documents ..................... 176 
Making their Use Feel Routine .......................................................................... 178 
 Expecting their Use ............................................................................................ 178 
 Building Competence through Preparation ........................................................ 180 
 Feeling Open to, Seeking, and Valuing Feedback ............................................. 181 
 Being Positive and Supportive ........................................................................... 182 
 Notifying Staff in Advance ................................................................................ 184 
Research Question 5 Summary of Findings ............................................................. 186 
  
Research Question 6 Findings (IQ6a, IQ6b, IQ6e, IQ7a, IQ7b, IQ7e, IQ8a, IQ8b, 
IQ8e, IQ9a, IQ9b, IQ9e, IQ10a, IQ10b, IQ10e, IQ11a, IQ11b, IQ11e, IQ12a,  
IQ12b) ...................................................................................................................... 187 
 Struggling with Competing Priorities ................................................................ 187 
 Feeling Attacked and/or Picked On ................................................................... 188 
 Feeling Overwhelmed ........................................................................................ 191 
 Feeling Undermined ........................................................................................... 192 
 Feeling an Impact on Time ................................................................................ 194 
 Feeling an Impact on Wellness .......................................................................... 194 
 Feeling an Impact on Sensibilities ..................................................................... 195 
 Feeling an Impact on Prior Knowledge and Experience ................................... 196 
 Addressing Topics that were not Valuable or Practical ..................................... 203 
 Being Absent ...................................................................................................... 205 
 Reducing Complex Practices to a Checklist ...................................................... 207 
 Taking an Impersonal Approach ........................................................................ 207 
 Lacking Content Knowledge ............................................................................. 207 
 Struggling with Difficult Content ...................................................................... 210 
 Not Celebrating Growth ..................................................................................... 210 
 Testing Excessively ........................................................................................... 211 
 Feeling Rushed and/or behind and overwhelmed .............................................. 211 
xi 
Chapter Page  
 Feeling that administrators were unaware of the workload ............................... 213 
 Comparing Results Among Teachers and Schools ............................................ 214 
 Struggling to Make the Program Fit .................................................................. 217 
 Questioning that the Materials were Provided by WestEd ................................ 217 
 Laminating and Hanging the Posters in the Classroom ..................................... 219 
 Verifying that the Posters were Hanging in the Classroom ............................... 219 
 Feeling Forced to Comply ................................................................................. 221 
 Being Disconnected ........................................................................................... 221 
 Feeling Scared of Technology Requirements .................................................... 223 
 Feeling like a Failure or Violated ...................................................................... 226 
 Feeling Fearful ................................................................................................... 227 
 Wrestling with other Leaders about Purpose ..................................................... 229 
 Withdrawing from the Process ........................................................................... 230 
Research Question 6 Summary of Findings ............................................................. 232 
 
Research Question 7 Findings (IQ13) ...................................................................... 232 
 Feeling Trusted, Autonomous and Empowered to be a Leader ......................... 235 
 Feeling Pushed to Grow and Learn .................................................................... 236 
 Feeling a Shift in Focus from Accountability to True Learning ........................ 237 
 Feeling Unfulfilled as a Leader .......................................................................... 237 
Research Question 7 Summary of Findings ............................................................. 240 
 
Summary .................................................................................................................. 240 
  
5 Summary, Conclusions, Implications and Recommendations ............................................. 242 
  Introduction .................................................................................................................... 242 
  Summary of the Study ................................................................................................... 242 
  Summary of Findings and Conclusions ......................................................................... 243 
   Research Question 1 ................................................................................................ 243 
   Research Question 2 ................................................................................................ 244 
   Research Question 3 ................................................................................................ 245 
   Research Question 4 ................................................................................................ 246 
   Research Question 5 ................................................................................................ 247 
    Establishing and Communicating Expectations about the Element .................. 248 
    Creating Opportunities for People to Deeply Learn About the Element ........... 249 
    Appreciating, Encouraging, Being Positive and Supporting People 
    as well as the Reform Element ........................................................................... 249 
    Working Collaboratively with People as they Implement the Reform9 
    Element .............................................................................................................. 249 
    Making the Reform Element Practical Now and in the Future .......................... 250 
xii 
Chapter Page  
    Trusting People to Work with and Make Sense of the Reform Element ........... 250 
    Using Data to Inform People about the Element, its Implementation 
    as well as its Effects ........................................................................................... 250 
 
   Research Question 6 ................................................................................................ 250 
    Approaching the Element Superficially ............................................................. 251 
    Making People feel Threatened ......................................................................... 252 
    Being Absent ...................................................................................................... 252 
    Impacting Time Negatively ............................................................................... 252 
    Impacting Wellness Negatively ......................................................................... 252 
    Overwhelming People ........................................................................................ 253 
    Not Prioritizing .................................................................................................. 253 
    Undermining People or the Reform Element ..................................................... 253 
 
   Research Question 7 ................................................................................................ 253 
    Feeling Trusted, Autonomous and Empowered to Lead ................................... 253 
    Feeling Pushed to Grow and Learn .................................................................... 254 
    Feeling a Shift in Focus from Accountability to True Learning ........................ 254 
    Feeling as Though Leadership Potential was Unfulfilled .................................. 254 
     
  Implications for Practice ................................................................................................ 255 
   Ensure Clarity of Goals and Communicate Goals Consistently .............................. 255 
   Develop Leadership at all Levels ............................................................................. 255 
   Establish Priorities and Expectations in a Collaborative Manner ............................ 256 
   Plan Strategically for Reforms to Succeed .............................................................. 257 
     
  Recommendations for Future Studies ............................................................................ 258 
   Expand to Include Other Reform Initiatives in Larger Systems .............................. 258 
   Investigate the Perceived Impact of Reform and Sustainable Leadership  
   Among Participants with Native Languages Other than English  ........................... 258 
   Include the Perceptions of Superintendents and District Leaders ........................... 259 
   Include the Perceptions of Students ......................................................................... 259 
     
  Conclusions .................................................................................................................... 260 
   Actual Findings Differ from Anticipated Findings .................................................. 260 
   Perception is Highly Individualized and Role Driven ............................................. 260 
   Superintendent Leadership was Notably Absent ..................................................... 260 
   Leadership Need Not Be Perfect to Make and Sustain Changes that Matter .......... 261 
References .................................................................................................................................. 263 
  
xiii 
Appendices 
 A Participant Interview Questions ..................................................................................... 270 
 B CT4S Classroom Observation Checklist and Note Taking Guide ................................. 276 
 C Table of Reform Elements Implemented during the Partnership .................................. 278 
 D NAU IRB ....................................................................................................................... 280 
 E Informed Consent ........................................................................................................... 281 
Biographical Information ........................................................................................................... 284 
  
xiv 
List of Tables 
Table Page 
 1 Major Historical Philosophies and Brief Description ........................................................ 2 
 2 Percentage of Students Passing AIMS 2010-2014 .......................................................... 10 
 3 Research Questions and Corresponding Interview Questions ......................................... 66 
 4 Research Questions, Data Sources, and Analysis Procedures ......................................... 71 
 5 Participant Demographics ................................................................................................ 75 
 6 RQ1: Goals of Partnership (IQ1) ..................................................................................... 80 
 7 RQ1: Effectiveness of Partnership Achieving Goals (IQ2) ............................................. 85 
 8 RQ1: Observations/Evidence Supporting Achieving Partnership Goals (IQ3) ............... 91 
 9 RQ2: Identification of Leaders during Partnership (IQ4) ................................................ 96 
 10 RQ2: Reason for Identification as Leader (IQ5) .............................................................. 99 
 11 RQ3: How Classroom Observations are Still Evident Today (IQ6c) ............................ 105 
 12 RQ3: How CT4S Practices are Still Evident Today (IQ7c) .......................................... 108 
 13 RQ3: How PLCs are Still Evident Today (IQ8c) .......................................................... 112 
 14 RQ3: How CFAs are Still Evident Today (IQ9c) .......................................................... 116 
 15 RQ3: How the Math Pathways and Pitfalls Program is Still Evident Today (IQ10c) ... 118 
 16 RQ3: How Curriculum Essentials are Still Evident Today (IQ11c) .............................. 123 
 17 RQ3: How Sustainability Visits Impact Work Today (IQ12c) ...................................... 125 
 18 RQ4: How Classroom Observations are Still Evident Today (IQ6c) ............................ 128 
 19 RQ4: How CT4S Practices are Still Evident Today (IQ7c) .......................................... 129 
 20 RQ4: How PLCs are Still Evident Today (IQ8c) .......................................................... 131 
 21 RQ4: How CFAs are Still Evident Today (IQ9c) .......................................................... 132 
xv 
Table Page 
 22 RQ4: How the Math Pathways and Pitfalls Program is Still Evident Today (IQ10c) ... 133 
 23 RQ4: How Curriculum Essentials are Still Evident Today (IQ11c) .............................. 134 
 24 RQ4: How Sustainability Visits Impact Work Today (IQ12c) ...................................... 136 
 25 RQ5: Experiences with Classroom Observations (IQ6a) .............................................. 139 
 26 RQ5: Leader’s Approach to Implementation and Ongoing Use of Classroom 
  Observations (IQ6b) ....................................................................................................... 142 
 27 RQ5: Leader’s Approach to Classroom Observations Supporting Continued  
  Use (IQ6d) ..................................................................................................................... 144 
 28 RQ5: Experience with Implementation of CT4S (IQ7a) ............................................... 147 
 29 RQ5: Leader’s Approach to Implementation and Ongoing Use of CT4S (IQ7b .......... 149 
 30 RQ5: Leader’s Approach to Implementation of CT4S Supporting Continued  
  Use (IQ7d) ..................................................................................................................... 152 
 31 RQ5: Experience with Implementation of PLCs (IQ8a) ................................................ 154 
 32 RQ5: Leader’s Approach to Implementation and Ongoing Use of PLCs (IQ8b) .......... 156 
 33 RQ5: Leader’s Approach to Implementation of PLCs Supporting Continued  
  Use (IQ8d) ..................................................................................................................... 159 
 34 RQ5: Experience with Implementation of CFAs (IQ9a) ............................................... 162 
 35 RQ5: Leader’s Approach to Implementation and Ongoing Use of CFAs (IQ9b) ......... 164 
 36 RQ5: Leader’s Approach to Implementation of CFAs Supporting Continued  
  Use (IQ9d) ..................................................................................................................... 166 
 37 RQ5: Experience with Implementation of Math Pathways and Pitfalls (IQ10a) ........... 169 
 38 RQ5: Leader’s Approach to Implementation and Ongoing Use of Math Pathways 
  And Pitfalls (IQ10b) ...................................................................................................... 171 
 39 RQ5: Leader’s Approach to Implementation of Math Pathways and Pitfalls  
  Supporting Continued Use (IQ10d) ............................................................................... 173 
xvi 
Table Page 
 40 RQ5: Experience with Implementation of Curriculum Essentials (IQ11a) ................... 175 
 41 RQ5: Leader’s Approach to Implementation and Ongoing Use of Curriculum  
  Essentials (IQ11b) .......................................................................................................... 177 
 42 RQ5: Leader’s Approach to Implementation of Curriculum Essentials Supporting  
  Continued Use (IQ11d)  ................................................................................................. 179 
 43 RQ5: Experience with Implementation of Sustainability Visits (IQ12a) ...................... 181 
 44 RQ5: Leader’s Approach to Implementation and Ongoing Use of Sustainability  
  Visits (IQ12b) ................................................................................................................ 185 
 45 RQ6: Experiences with Classroom Observations (IQ6a) .............................................. 190 
 46 RQ6: Leader’s Approach to Implementation and Ongoing Use of Classroom 
  Observations (IQ6b) ....................................................................................................... 191 
 47 RQ6: Leader’s Approach to Implementation of Classroom Observations Contributing 
  to Practices No Longer Present (IQ6e) .......................................................................... 193 
 48 RQ6: Experience with Implementation of CT4S (IQ7a) ............................................... 199 
 49 RQ6: Leader’s Approach to Implementation and Ongoing Use of CT4S (IQ7b .......... 201 
 50 RQ6: Leader’s Approach to Implementation of CT4S Contributing to Practices 
  No Longer Present (IQ7e) .............................................................................................. 202 
 51 RQ6: Experience with Implementation of PLCs (IQ8a) ................................................ 205 
 52 RQ6: Leader’s Approach to Implementation and Ongoing Use of PLCs (IQ8b) .......... 206 
 53 RQ6: Leader’s Approach to Implementation of PLCs Contributing to Practices 
  No Longer Present (IQ8e) .............................................................................................. 209 
 54 RQ6: Experience with Implementation of CFAs (IQ9a) ............................................... 212 
 55 RQ6: Leader’s Approach to Implementation and Ongoing Use of CFAs (IQ9b) ......... 215 
 56 RQ6: Leader’s Approach to Implementation of CFAs Contributing to Practices 
  No Longer Present (IQ9e) .............................................................................................. 216 
 57 RQ6: Experience with Implementation of Math Pathways and Pitfalls (IQ10a) ........... 218 
xvii 
Table Page 
 58 RQ6: Leader’s Approach to Implementation and Ongoing Use of Math Pathways 
  And Pitfalls (IQ10b) ...................................................................................................... 220 
 59 RQ6: Leader’s Approach to Implementation of Math Pathways and Pitfalls  
  Contributing to Practices No Longer Present (IQ10e) ................................................... 222 
 
 60 RQ6: Experience with Implementation of Curriculum Essentials (IQ11a) ................... 223 
 61 RQ6: Leader’s Approach to Implementation and Ongoing Use of Curriculum  
  Essentials (IQ11b) .......................................................................................................... 224 
 62 RQ6: Leader’s Approach to Implementation of Curriculum Essentials Contributing  
  to Practices No Longer Present (IQ11e)  ....................................................................... 225 
 63 RQ6: Experience with Implementation of Sustainability Visits (IQ12a) ...................... 228 
 64 RQ6: Leader’s Approach to Implementation and Ongoing Use of Sustainability  
  Visits (IQ12b) ................................................................................................................ 231 
 65 RQ7: Perception of Self as a Leader Affected by Leader’s Actions during  
  Partnership (IQ13) ......................................................................................................... 239 
  
xviii 
Dedication 
This work is dedicated to my wife Danielle, who is my true north, my partner, and my 
best friend, whose boundless love, support, and belief in me make all things feel possible.  To 
my children, Madeleine and Connor, who provide me with the incentive to persevere and the joy 
that makes it all it worthwhile.  To my mother, whose example as a teacher sustains me in the 
career that I enjoy.  To my father, whose steadfast work ethic and selflessness motivate me each 
day.  To my sister, Sarah, who keeps me humble.  And to my grandparents, Robert, Virginia, 
Daniel, and Joan, who taught me, each in his or her own way, about the value of humor, 
humility, brevity, sincerity, lifelong learning, scholarship and leadership.  
 
 
1 
Chapter 1 
Introduction 
Background 
Reform, continuous improvement, innovation, transformation, and turn-around are terms 
that have become part of the everyday lexicon of teachers and administrators in American public 
schools.  Each school year seems to bring new calls for educators to adapt the ways in which 
they do their work.  Educators are regularly asked to implement new academic standards, use 
different instructional materials, master alternative teaching methods, comply with revised 
funding models, and meet the requirements of different accountability systems at the state and 
federal levels.  These initiatives represent just a few of the possible calls to adapt practice that 
educators may face in any given year.  Whether the call is labeled a reform, innovation, 
improvement, or transformation, and whether that call requires practices to be adapted at the 
classroom, school, or district level, certain is that educators will be required to change what they 
do in the name of making things better for students and their learning.  
But, what does it mean to be better?  What is the purpose of these educational changes?  
Why should educators invest the time, energy, and effort required to change?  Further, how can 
education leaders create and sustain change that is meaningful without overwhelming students, 
teachers and the community?  The answers to these questions can be found by exploring existing 
studies of change in continuous improvement efforts, as well as by examining specific cases of 
leaders who are seeking to create and sustain meaningful change in the present day context of the 
America’s public school system.  By looking closely for insights about how leadership practices 
impact the sustainability of continuous improvement efforts, education leaders, both current and 
future, will increase their capacity to create and sustain meaningful change.  
2 
Pursuing Change 
To begin to understand the present day context for change in education, it is critical to 
examine both the purpose of the American public school system, and perceptions about its 
success at achieving that purpose.  Perspectives about the purpose and performance of the 
American public school system vary. The roots of this variation in perspectives can be traced 
back to the major historical philosophies of American education, all of which intermingle to have 
an impact on present day schooling. Table 1 identifies these major historical philosophies and 
provides a brief description of the purpose of education as defined by each (Webb, 2006, p. 33).    
Table 1 
Major Historical Philosophies and Brief Description 
Philosophy 
 
Era of Initial 
Prominence 
 
Purpose of Schooling 
Perennialism 19th century  • Cultivate rational intellect 
• Provide knowledge of eternal truths 
Progressivism Early 20th 
century 
• Prepare students to operate in democratic society 
• Encourage cooperation 
• Develop problem-solving and decision-making 
skills 
 
Social 
Reconstructionism 
Early 20th 
century 
• Examine cultural and educational institutions 
critically 
• Recommend changes and reforms as needed 
• Prepare students to become change agents 
 
Essentialism Late 20th and 
early 21st 
centuries 
• Train the intellect 
• Teach the culture and traditions of the past 
Provide the knowledge and skills necessary to 
participate in a democratic society 
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Table 1 (continued) 
Philosophy 
 
Era of Initial 
Prominence 
 
Purpose of Schooling 
Postmodernism Late 20th and 
early 21st 
centuries 
Prepare students to be vigilant and aware of a variety 
of “myths” that are presented as “truths”  
Promote critical thinking 
 
 
These philosophies have had different, yet overlapping periods of prominence in the 
history of American schooling and they all differ in fundamental ways. Significant among the 
differences is the definition of the roles of teachers and leaders as it relates to either promoting or 
critiquing events from the past as a way to shape the learner’s view of the future.  Common 
among these philosophies is that each are “developed as a protest against the prevailing social 
and educational climate of the time” (Webb, 2006, p. 19).  Also common is that each includes 
what can be defined as a moral purpose. John Dewey, founder of the laboratory school at the 
University of Chicago and considered by many to be the spokesperson for the progressive 
movement, held the view that schools were “to become counter-cultural agencies that would 
correct the human and social devastation of industrial capitalism” (Cohen, 1998, p. 427).  
Galbraith (1996) reflected that education “not only makes democracy possible; it also makes it 
essential.  Education not only brings into existence a population with an understanding of the 
public tasks; it also creates their demand to be heard” (p. 17).  Saul (1995) proposed that 
schooling should “show individuals how they can function together in a society” (p. 138).  
Fullan (2001) aligned all of these elements to clearly define the moral purpose for 
schooling in the modern context.  He asserted that teachers are to be “moral change agents” and 
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that the purpose of schools is “to make a difference in the lives of students and that making a 
difference is literally to make changes that matter” (p. 16).  Fullan elaborated: 
Schools need to develop what Coleman (1990) termed ‘social capital’—to help 
produce citizens who have the commitment, skills and disposition to foster norms 
of civility, compassion, fairness, trust, collaborative engagement and constructive 
critiques under conditions of great social diversity.  Schools also need to develop 
intellectual capital—problem-solving skills in a technological world—so that all 
students can learn. (2001, p. 17) 
The naturally occurring cycle of societal protest that Webb (2006) used to illustrate the 
evolution of educational philosophies, coupled with the related changes to notions about the 
moral purpose of schooling in a changing social context suggested that to be an educator is to be 
involved in continuous change.  In such an environment, education leaders must become skilled 
facilitators, capable of empowering others to conceive and bring to life changes that matter for 
students and society. 
Pursuing Meaningful Change 
 In keeping with changes in societal needs and popular views, as well as evolving 
philosophies of education, the pursuit of meaningful change has been a constant in American 
public schooling.  This notion is consistently reinforced in the scholarly literature on change in 
education and education reform.  In studies of ambitious instructional reforms, Coburn, Russell, 
Kaufman and Stein (2012) asserted, “The bottom line is that schools never stand still” (p. 165).  
They illustrated the point by providing vivid descriptions of the changes that teachers experience 
as they face new groups of students, new grade levels, new materials, and new instructional 
strategies each year.  Coburn, et al. (2012) also highlighted the challenging conditions created in 
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schools and classrooms by changing policy contexts, their related initiatives and shifting funding 
resources.   
Other studies also examined changes in teaching conditions over time.  Bascia and 
Rottman (2011) found that those conditions “have been a persistent concern for North American 
teachers since the establishment of mass public education systems over a century ago” (p. 787).  
They noted that the last century has included many changes intended to improve conditions for 
teaching and learning.  Included among those changes were the legalization of collective 
bargaining, the inclusion of working conditions in collective agreements, opportunities for 
professional learning, and governmental responsibility for “teachers’ salaries, class sizes, and 
other factors that powerfully influence teachers’ lives” (p. 787). 
Studies have also focused on the impact of specific change initiatives.  Bean, Dole, 
Nelson, Belcastro & Zigmond (2015) examined studies that used quantitative and qualitative 
measures to report on the effects of reform in the United States and internationally.  They found 
that, “school reform, especially as it relates to instruction in reading and math has been a topic of 
research and discussion for at least a half-century” (p. 31).  In their analysis, Bean, et al. (2015) 
also identified variables that facilitated and inhibited school reform.   
In their seminal work evaluating three decades of change in secondary schools, 
Hargreaves & Goodson (2006) posited that, “wave after wave of change initiatives promise to 
conquer the intractability of educational change” (p. 5).  They described those initiatives as 
“forcefully executed, closely aligned, and intensively applied large-scale reform efforts” (p. 5).  
The American initiatives reviewed by Hargreaves & Goodson (2006) included the 
Comprehensive School Reform (CSR) movement and No Child Left Behind (NCLB) legislation, 
which will be discussed later.   
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Other studies examined the evolution of reforms, and how those reforms have impacted 
contemporary policies and related practices, which Deluca and Bellara (2013) described as being 
rooted in “a standards-based, accountability paradigm” (p. 357).  In examining the relationship 
between current assessment practices and public policy, they asserted that this modern paradigm 
was created by societal conditions and policy changes that date back to 1965 and the passage of 
the Elementary and Secondary Education Act (ESEA).  Deluca and Bellara (2013) examined 
significant pieces of federal legislation including, The National Commission on Excellence in 
Education’s 1983 report, A Nation at Risk, as well as the 2002 reauthorization of the ESEA 
known as NCLB, the American Recovery and Reinvestment Act (ARRA) of 2009, and the 2012 
reauthorization of the ESEA, now known as the Blueprint for Reform. Deluca and Bellara (2013) 
concluded that the cumulative impact of these policy changes has created a “dominant 
accountability context in American schools” (p. 358).  
While researchers vary in how they have examined change as well as in how they have 
measured the impact of change over time, it is clear that change has been, and will continue to 
be, a constant in American public schooling.  Also clear are common themes across the literature 
on change and reform.  Some of those themes relate to the elements of the reforms themselves.  
Datnow’s (2005) analysis captured many of those themes in her study of the implementation of 
numerous, long-term CSR initiatives.  She concluded that many CSR initiatives share,  “a 
common interest in whole-school change, strong commitments to improving student 
achievement, new conceptions about what students should be expected to learn, and an emphasis 
on prevention rather than remediation” (p. 122). 
Other themes appearing in the literature illustrate the complexity and limitations of 
change as well as the related gaps in the research related to the sustainability of change over 
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time.  In 2005, Fixsen, Naoom, Blase, Friedman, and Wallace conducted a meta-analysis of 
available research on the implementation of evidence-based reforms. They examined why 
research-based programs so seldom make a difference on a larger scale.  Among their findings 
was that “most articles reporting research evidence on programs and practices do not 
operationalize the practices and conditions that could advance replication and implementation” 
(p. 76).  Datnow (2005) also concluded that, “few studies have actually examined the 
sustainability of reforms over long periods of time, in part because most reforms do not last”    
(p. 123). Ten years later, Bean, et al. (2015) referenced Datnow’s initial finding and ultimately 
drew the same conclusion, stating, “research on the sustainability of reforms has been much less 
extensive than research on the reforms themselves, in part because so few reforms last over time” 
(p. 33).  They went on to assert that school change and reform are difficult to implement and as a 
result “tend to diminish and then disappear over time” (p.  34).   
Statement of the Problem 
There is a problem in American public school districts serving low-income and language-
minority students; many innovative school reforms are introduced, some are implemented, but 
few are sustained (Bean et al., 2015; Datnow, 2005; Fixsen et al., 2005; Hargreaves & Goodson, 
2006).  As a result, little is known about what teachers and leaders can do to sustain reforms that 
are truly meaningful for their schools and communities.  This lack of understanding appears also 
to have a negative impact on the ability of school leaders to create continued improvement as 
well as increased instructional effectiveness over time.  This is evident in studies of CSR and 
Reading First (RF) initiatives that found mixed achievement results among participating 
populations and little or no significant increases in student achievement as a result of those 
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reforms (Baker, Smolkowski, Merceir-Smith, Fine, Kame’enui, & Thomas-Beck, 2011; Bean et 
al., 2015).  
The lack of understanding about how to sustain reform also wastes precious human and 
financial resources.  According to Bean, et al. (2015), RF was part of a congressionally approved 
initiative stemming from the passage of NCLB in 2001 that, “provided an unprecedented 6 
billion dollars for state education agencies (SEAs) to award competitive grants to local education 
agencies (LEAs) with high levels of poverty” (p. 32).  When RF ended, despite the significant 
investment, Bean, et al. (2015) concluded that there were “mixed findings about the reform’s 
impact, with positive state-level reports and some disappointing findings at the national level”  
(p. 32).  
As stated earlier, schools have a moral purpose. Fullan (2001) defined this purpose as the 
“development of both social and intellectual capital” (p. 17). Given the critical need for schools 
to fulfill that purpose, the complexity of the change process, the lack of understanding about how 
to sustain reforms over time, and the limited research on the topic, a study that closely examines 
the leadership factors contributing to, and detracting from, the sustainability of reform is needed. 
Such a study should focus on a large-scale, long-term comprehensive reform effort occurring 
within a large, urban school district that reflects many of the challenges facing similar districts 
across the nation. With the information provided by such a case study, education leaders could 
maximize the impact of chosen reforms by becoming skilled at what Hargreaves and Fink (2004) 
described as sustainable leadership.  In so doing, they would be able to create greater value for 
the children, families, and communities they serve. 
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Reform Partnership Initiative (RPI) – An Opportunity to Examine Sustainable 
Leadership.  In 2008, a school district in a large city in the American southwest was issued a 
failing label by its state due to persistently lagging student achievement (Gersema & Winn, 
2008). Administrators were faced with limited options when the possibility of a promising, new, 
innovation-focused reform partnership emerged (WestEd, 2011).  The partnership would 
eventually link that district with the significant financial resources of a private foundation and 
the technical knowledge of a national school research and development organization (WestEd, 
2011). 
The partnership united the district’s need with the expertise of a team of skilled 
professional development consultants and change facilitators as well as the foundation’s 
significant financial resources.  The intent of the partnership was to create district-wide 
improvement through the implementation of specific, systematic changes in the leadership 
practices, instructional strategies, and the curriculum and assessment resources of the entire 
school district (WestEd, 2008, 2011).  These changes were to become a model of sustainable 
reform that could be replicated to transform other underperforming districts in the future 
(WestEd, 2011). 
The partnership was established in 2008 as the Reform Partnership Initiative (RPI) (a 
pseudonym) and concluded in 2014 with notable results.  Between the initial implementation 
period in 2008 and the height of the RPI reform efforts in 2011, students’ passing rates on 
Arizona’s Instrument to Measure Standards (AIMS) in both reading and mathematics increased 
at a rate greater than the state average.  Reading achievement, in particular, increased at a rate six 
times greater than the state average (ADE, 2015, WestEd, 2011).  When the focus shifted from 
implementation to sustainability in 2012, the achievement of the district’s students began to 
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decline slightly but remained within nine-points of the state average.  Table 2 illustrates the 
change in passing rates for students in the district spanning the years between initial reform 
implementation and the partnership’s conclusion in 2014. 
Table 2 
Percentage of Students Passing AIMS 2010-2014 
 
 
2010 
 
2011 2012 2013 2014 
CESD Reading 58 64 61 60 60 
AZ Reading 64 65 65 68 69 
CESD Math 34 36 36 37 35 
AZ Math 36 37 36 38 39 
(ADE, 2015). 
WestEd (2011) described the implementation of the partnership’s reforms as a 
“transformative process” (p. 7).  WestEd credited this process with helping to create across the 
district, “a culture that is very positive, very upbeat” (p. 7).  The partnership did result in many 
changes to the curriculum and assessment systems as well as the leadership and instructional 
practices of the district.  During the partnership, all teachers were trained in and expected to 
implement specific research-based instructional practices for all learners, as well as differentiated 
language acquisition strategies for English learners.  All instructional coaches and administrators 
were trained in and expected to use specific methods of instructional coaching.  Guidance was 
put in place for the amount of time administrators and coaches were to spend in classrooms.  A 
set of curriculum maps and pacing calendars were developed and implemented across the 
district.  In addition, weekly common formative assessments were administered to all students in 
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reading and mathematics and all teachers held weekly data analysis meetings to review the 
results and plan for remediation instruction.  As the partnership concluded, however, many 
questions remained regarding how the meaningful changes that were implemented during the 
partnership would be sustained.  
Purpose of the Study  
The purpose of this study is to examine RPI, a unique reform partnership that merged the 
funding resources of the Ellis Center for Educational Excellence, with the technical expertise of 
WestEd to create a model for public / private partnerships that could support school district 
transformation.   Through this study, the researcher will seek to describe the leadership factors 
affecting the sustainability of reform initiatives implemented during the partnership.  The factors 
identified in the study could build upon the work of Hargreaves and Fink (2004) to further define 
and illustrate sustainable leadership practices.  These practices could then inform the work of 
current and future school leaders seeking to implement and sustain reform successfully.  
Research Questions 
 For the purposes of this study, a participant is defined as one having at minimum three 
years of continuous employment or association with one of the partnership organizations 
between school years 2008 and 2014, as well as at least three years of engagement with the 
partnership.  A leader is defined as one identified by the participant as being either a direct 
supervisor or someone else having influence on the participant’s work, habits, attitudes and 
perceptions. 
1. What did participants perceive the goals of the Reform Partnership Initiative to be?  
2. Who did participants in the Reform Partnership Initiative perceive as the leaders of 
the reform?  
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3. Which reform elements did participants in the Reform Partnership Initiative perceive 
as sustained?   
4. Which reform elements did participants in the Reform Partnership Initiative perceive 
as not sustained?   
5. What actions of reform leaders did the Reform Partnership Initiative participants 
perceive as having contributed to the sustainability of reform elements? 
6. What actions of reform leaders did the Reform Partnership Initiative participants 
perceive as having detracted from the sustainability of reform elements? 
7. How did the actions of reform leaders affect the Reform Partnership Initiative 
participants’ perceptions of themselves as leaders? 
To explore these questions the researcher will employ a case study methodology, which is a part 
of the family of descriptive education research. The proposed case study will be intrinsic, in that 
it will focus on the case of the comprehensive school-reform partnership as a program 
implemented by a specific organization (Creswell, 2013, p. 100).  Data will be acquired through 
the use of individual interviews conducted with practitioners who participated in the 
implementation of the reforms during the partnership.  Field notes and documents will also be 
collected.  Using a holistic method of analysis, data will be coded and themes related to reform 
sustainability and sustainable leadership will be identified.  
Definition of Terms 
Evidence-based.  When either scientifically based research or strong evidence has shown 
that significant improvement in the achievement of participating students has or will occur as a 
result of program implementation (Borman, Hewes, Overman, & Brown, 2003, p. 127).   
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Implementation.  A specified set of activities designed to put into practice an activity or 
program of known dimensions (Fixsen et al., 2005, p. 5). 
Scalability. Increasing the number of schools implementing a reform either nationally or 
within a region or local education agency (Sanders, 2012a, p. 846).  
Sustainability.  The maintenance of a reform program over time (Coburn, 2003, p. 846).  
Also described as institutionalization (Datnow, 2005, p. 123). 
Acronyms Used 
 ADE: Arizona Department of Education 
AIMS: Arizona’s Instrument to Measure Standards  
ARRA: American Recovery and Reinvestment Act  
CESD: Central Elementary School District 
 CSR: Comprehensive School Reform 
CT4S:  Central Teach For Success  
ESEA: Elementary and Secondary Education Act 
ELL: English Language Learner 
 ELLA:  English Learners and the Language Arts 
ESEA: Elementary and Secondary Education Act 
FWL: Far West Lab 
LEA: Local Education Agency 
NCLB: No Child Left Behind 
REL: Regional Education Laboratories 
 RPI: Reform Partnership Initiative  
SEA: State Education Agency 
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Limitations 
Like this study, many other existing studies on sustainability were initiated after support 
for a reform had been withdrawn.  Coburn, et al. (2012) concluded that while  
these studies are well suited for capturing the degree to which an instructional approach is 
sustained; they typically rely on retrospective, self-reported data to understand 
implementation.  Because retrospective data are often very general and can be smoothed 
by the passage of time, this approach can provide only limited insight into what happens 
during implementation that fosters sustainability. (p. 140)   
The insight of Coburn, et al. (2012) is relevant to this study and is considered to be a possible 
limitation, along with the following additional items that are outside the researcher’s control: 
1. The researcher recognizes that a significant number of factors may influence the 
ability of study participants to recall events from the period of time covered by the 
study, which is from 2008 through 2014.   
2. The researcher recognizes that as a current administrator working in the district that is 
at the center of this case, there may be challenges with gathering participants who are 
willing to openly and honestly share their perceptions about the partnership.   
3. The researcher recognizes that participant responses may be affected by how the 
interviewee is feeling that particular day and the responses may not be honest, 
accurate, and/or complete. 
4. The researcher recognizes that the impact of life circumstances, on those who worked 
in the reform may have affected the diversity and/or availability of study participants. 
Such circumstances include moves out of state, transfers to other organizations, 
retirement, illness, or death. 
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This case study was limited to the perceptions and experiences of a limited number of 
educators in one school district and the partners in reform from WestEd. Therefore, the data 
reflected in the case study represent the unique qualities of that district and WestEd as well as the 
context in which RPI was implemented.  In addition, RPI included a number of distinct 
initiatives, many of which were implemented simultaneously.  Participant perceptions about the 
partnership overall may have been impacted by their personal experiences with one or more of 
those distinct initiatives.  
Delimitations 
The restrictions for this study are: 
1. Data collected were from only one school district. 
2. RPI occurred during school years 2008-2014. 
3. The researcher was a principal at one of the schools participating in the partnership. 
4. The researcher was working as a district-level administrator in CESD during the time 
when the study was conducted.  
Assumptions 
Assumptions made relative to this study include: 
1. Student achievement data obtained from the district and its participating schools are 
accurate and appropriate. 
2. Participants in the study were able to recall events and describe them with accuracy. 
3. Participants in the study provided honest responses.   
Significance of the Study 
Today’s education leaders must address multiple challenges simultaneously, often with 
limited resources.  This is true for building and district leaders in traditional public schools, as 
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well as those in public charter schools, community colleges, and universities.  It is also true for 
members of governing boards of education and legislators who seek to use the power of their 
offices to improve the conditions and outcomes of teaching and learning.  These leaders are 
seeking to implement reforms that will create meaningful changes and allow their organizations 
to more effectively fulfill their purpose.  These leaders must be skilled leaders of sustainability.  
In their study of ambitious instructional reforms, Coburn, et al. (2012) examined the link 
between teachers’ relationships with one another and the sustainability of reform.  They found 
that strong relationships between teachers fostered sustainability by creating common approaches 
to reform implementation.  This study will build upon those findings by examining specifically 
how reform participants perceive the actions of their leaders as contributing to or detracting from 
reform sustainability.  This study will illustrate how educators perceive the concept of reform 
sustainability, and apply that perception within the context of their work.  This study will also 
present insights into leadership practices that promote understanding and support for sustained 
reform among practitioners.  
This study is significant because its results may empower education leaders at all levels 
to more effectively respond to the challenges faced by their organizations by explicitly 
addressing the factors impacting sustainability throughout all stages of the reform process. Also 
contributing to the significance of this study is that its results may be useful to the leaders of 
organizations that provide reform support services to schools, colleges and universities.  Such 
organizations can more effectively create value for schools when the programs, services, and 
systems they offer are designed to address the sustainability factors identified in this study. 
Ultimately, it is hoped this study will help education leaders create more meaningful change by 
effectively sustaining the reforms that they select and implement. 
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Summary 
 The constancy of change in American public schools is driven by society’s need to create 
social and intellectual capital for its children.  This is what Fullan (2001) describes as the moral 
purpose of schooling (p. 17).  Although educators create and implement reforms with the 
intention to more effectively fulfill this moral purpose, those reforms almost always fail to 
achieve their full effect because the reforms do not last long enough. It would seem, therefore, 
that educators are not so different than many of the students in their schools.  They are good at 
getting started, but not so good at following through.  As a result, reforms that have been truly 
sustained are rare, and relatively unstudied.  This has created a gap in knowledge about the 
practices that can empower education leaders to not only initiate reform, but to sustain it 
effectively and purposefully.   
 Through this case study, the researcher seeks to gather and share insights about the 
attributes of sustainable leadership as revealed within the case of RPI. With this information, 
current and future education leaders will be able to more effectively cultivate reform 
sustainability by engaging in the work of sustainable leadership as they guide their schools 
toward providing greater levels of social and intellectual capital for all students. 
 Chapter 2 of this case study will provide descriptive information about RPI and its 
participating entities.  In addition, it will also highlight waves of reform and the insights gained 
during those waves through an exploration of the existing literature reform sustainability, 
implementation science and organizational change.  Chapter 3 will focus specifically on the 
structure of this case study and will explain how data will be collected, analyzed and synthesized 
to report new insights on sustainability leadership.  Chapters 4 and 5 will describe the findings of 
this case study as well as the implications of those findings.    
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Chapter 2 
Review of the Literature 
Introduction 
This review of scholarly literature is structured to provide background information for the 
Reform Partnership Initiative (RPI) and its participating entities, as well as to highlight related 
research drawn from the disciplines of implementation science and organizational change that 
were used to frame the RPI as well as the broader scholarly dialogue on school reform.  The 
researcher reviewed available literature to establish clear definitions for sustainability and 
sustainable leadership and to report on current knowledge and gaps in the knowledge related to 
the leadership practices needed to sustain meaningful reform. 
A key finding that emerged from the literature is that little is known about how leaders 
can achieve reform sustainability in the current context of unceasing change.  With few reforms 
lasting long enough to be studied at the level of depth that would yield useful knowledge about 
how leaders achieve reform sustainability, the Reform Partnership Initiative (RPI) provided a 
valuable research opportunity.  This six-year partnership, which began in 2008 and concluded in 
2014, addressed all of the stages of implementation identified by Fixsen et al. (2005).  The 
implementation stages they identified became the framework for organizing and communicating 
about the elements of RPI.  Specific reform elements were selected for each implementation 
stage with a focus on creating the conditions necessary to sustain changes in practice after RPI 
had concluded.  
Reform Partnership Initiative (RPI)  
RPI was a three-way partnership established when The Ellis Center for Educational 
Excellence, WestEd, and the Central Elementary School District (CESD) (a pseudonym) joined 
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to improve outcomes for the district’s students.  The partnership linked district personnel with a 
team of skilled professional development consultants and change facilitators.  The partnership 
also provided significant financial resources to support the work of designing, implementing, and 
sustaining changes in the leadership, instruction, curriculum, and assessment systems of the 
district. The goal of the reform partnership was to close the achievement gap between the 
district’s students and those statewide (WestEd, 2011, p. 7). 
Once the partnership was established, a needs assessment was conducted by WestEd that 
included gathering input from community stakeholders and collecting observation data in 82% of 
the district’s classrooms (WestEd, 2008, p. 3).  The observation data were evaluated against a 
rubric of research-based leadership and instructional practices.  According to WestEd (2011) the 
information from the needs assessment revealed: 
• 13% of building administrators strongly agreed that all students had the opportunity 
to learn rigorous academic content, 
• Only 30% of teachers strongly agreed that all teachers understood or implemented a 
rigorous curriculum, and 
• Only 31% of principals and assistant principals strongly agreed that the district had 
well-defined learning expectations for students. (p. 4)  
Partners in Sustainable Reform 
The Ellis Center for Educational Excellence.  The Ellis Center for Educational 
Excellence was founded in 2006 with a bequest from the estate of John Ellis, a longtime Arizona 
Community Foundation donor and benefactor.  The Ellis Center was a non-profit foundation 
concerned with improving the quality of public education in Arizona (ZoomInfo, 2016).  The 
strategic focus of the Ellis Center was on creating district-level, comprehensive, long-term 
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systemic change through highly selective and prescriptive grant making.  The Ellis Center’s 
program consisted of engaging directly with school districts and organizational intermediaries 
around targeted reform efforts (ZoomInfo, 2016).  
At the height of RPI the Ellis Center for Educational Excellence was partnering with not 
only CESD, and WestEd, but also the Butte Elementary School District (BESD) (a pseudonym), 
which is another largely Hispanic, low-income district in the city’s urban core. A fifth partner, 
added in 2011, was Desert Union High School District (DUHSD) (a pseudonym) (ZoomInfo, 
2016). A sixth partner, Integrated Web Services, was hired in 2012 to develop a community 
organization strategy and infrastructure to solidify connections between CSD and the larger 
community (ZoomInfo, 2016).   
WestEd.  WestEd is a non-profit, non-partisan development and service agency focused 
on improving education nationally (WestEd, 2016a).  The underpinnings of WestEd were formed 
in 1966 when the United States Congress founded a number of regional educational laboratories 
(RELs) that were dedicated to the mission of improving education for the nation’s children.  The 
founding of these labs was an element of the 1965 Elementary and Secondary Education Act 
(ESEA).  Two of the 10 original RELs were the Far West Lab (FWL) and the Southwest 
Regional Lab (SWRL).  The labs merged in 1996 to form the agency now known as WestEd. 
WestEd now has over 650 staff members in 16 offices nationwide and reports revenue of 
approximately $140 million (WestEd, 2016a).  WestEd also has over 450 clients and funding 
partners and is engaged in 450 to 700 unique projects at any given time (WestEd, 2016a).  These 
projects focus on professional learning, consulting, and technical assistance for policymakers, 
educators, and other direct service providers including professional developers; school, district, 
and state administrators; and community agencies.   
21 
WestEd seeks to use “rigorous, high-quality research” including policy studies, 
evaluations of local and national initiatives, and "gold standard" research using randomized 
controlled trials to “contribute to practitioners' and policymakers' understanding of what works in 
education and human development” (WestEd, 2016b).  WestEd also produces a wide range of 
resources from books, reports, newsletters, and research and policy briefs to videos, DVDs, and 
online tools for use by practitioners and policy makers.  
Central Elementary School District (CESD).  CESD is a public school district located 
in the urban core of Phoenix, Arizona.  In 2008, CESD served a student population primarily 
made up of immigrant and language minority students. Ninety-one percent of students qualified 
for free and reduced lunch, and 44% of students were identified as English Language Learners 
(ELLs). That same year, CESD received a failing label from the Arizona Department of 
Education (ADE).  This label was indicative of the fact that at least half of the schools were 
underperforming and one was failing based on the results of state-level assessments (Gersema & 
Winn, 2008).  This gap in achievement, along with the impact of the failing label left limited 
options for district administrators.  The choices included having the management of the district 
taken over by the state department of education, reconstituting schools, and/or replacing key 
personnel (Gersema & Winn, 2008).  CESD was selected to participate in RPI from among a 
number of districts that were considered and reviewed.  Final selection was made based on “the 
district’s demographics and achievement data” as well as established criteria related to readiness 
to benefit from the partnership services (WestEd, 2011, p. 2).  
Defining Sustainability 
 Sustainability is defined throughout the scholarly literature on school reform in terms that 
vary slightly but are conceptually aligned.  As Datnow (2005) expressed, “When one speaks of 
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the sustainability of a reform, one is typically interested in knowing whether the reform lasts 
over time and becomes an institutionalized feature of the school” (p. 123).  Datnow also referred 
to the dictionary definitions for those terms, and explained that,  
Although sustainability refers to longevity, and institutionalization refers to something 
becoming an established practice, the definitions in the research literature are inextricably 
connected.  For a reform to be sustained, it must be institutionalized.  So too, when a 
reform has been institutionalized it has been sustained over time. (2005, p. 123)   
 Similarly, Hargreaves and Goodson (2006) used the term institutionalization in their 
work, but they described it as the stage where an innovation “becomes a routine and effortless 
part of most teachers’ practice” (p. 5). Fixsen, et al. (2005) conducted a meta-analysis of 
available research on reform implementation.  In their review they identified a multi-step process 
for successful implementation in which sustainability is the culminating stage.  They defined 
sustainability by asserting, “The goal of this stage is the long-term survival and continued 
effectiveness of the innovation site in the context of a changing world” (p. 17).  
The scholarly literature focusing specifically on questions related to the impact of 
reforms over time indicates that sustainability is quite often viewed as one phase in an extensive 
implementation process.  Fixsen, et al. (2005) asserted, “implementation is a process, not an 
event” (p. 13).  They identified six stages of implementation that must be addressed by leaders 
for reforms to succeed over time: 
1. exploration and adoption;  
2. program installation;  
3. initial implementation;  
4. full operation;  
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5. innovation; and  
6. sustainability (p. 15).   
Fixsen, et al. (2005) also discovered that in cases where there was evidence of these 
stages having been adequately addressed, “organizations and systems can stay on track and 
common implementation problems can be solved in a timely and effective manner” (p. 13).  
However, they also found that despite the apparent importance of these stages, “not enough is 
known about the functional components of implementation factors” (p. 20).  
Similarly, Sanders (2012b) conducted a study on the scalability of reform, and in the 
process identified stages of implementation necessary for sustainability to occur.  The stages she 
identified are establishment, maturation, and evolution (p. 846).   
The establishment phase focuses on introducing the reform and ensuring that its core 
principles are well established. The maturation stage is marked by a relative stability of 
reform implementation. It precedes the evolution stage, which is focused on growth and 
improvement, specifically deeper understanding of reform principles and refinement of 
reform implementation. (p. 846) 
Bean, et al. (2015) also referenced implementation stages culminating in sustainability.  
They asserted that “sustainability must be considered at every stage of the implementation 
process and must include ongoing quality assurance systems…given the conditions under which 
human services are delivered is in a state of constant change” (p. 52).  They also encouraged 
leaders to closely attend to issues of implementation to avoid “regression from full to partial 
implementation” (p. 52). 
Hargreaves and Fink (2004) approached the task of defining sustainability by examining 
a study of change during three decades in eight U.S. and Canadian High Schools.  They linked 
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sustainability with leadership practices when they concluded, “a key force leading to meaningful, 
long-term change is leadership sustainability” (p. 9).  They went on to frame the concept of 
sustainable leadership using the following seven principles: 
1. Sustainable leadership matters:  Going beyond temporary gains to create lasting, 
meaningful, improvements in learning (p. 9). 
2. Sustainable leadership lasts:  Planning and preparing for succession, not as an 
afterthought, but from the first day of a leader’s appointment (p. 10). 
3. Sustainable leadership spreads:  Ensuring that others share and help develop their 
vision (p. 10). 
4. Sustainable leadership is socially just:  Recognizing and taking responsibility for the 
fact that schools affect one another in in webs of mutual influence for the betterment 
of all students (p. 11).   
5. Sustainable leadership is resourceful:  Using a systems approach to provide intrinsic 
and extrinsic rewards that attract and retain quality leaders; Providing time and 
opportunity for leaders to network learn from and support one another, and coach and 
mentor their successors (p. 11). 
6. Sustainable leadership promotes diversity:  Recognizing and cultivating many kinds 
of excellence in teaching, learning and leading; providing the networks for sharing 
different kinds of excellence (p. 12). 
7. Sustainable leadership is activist:  Engaging assertively with the external environment 
in a pattern of mutual influence (p. 12).   
  
25 
The Case for Sustainability 
The literature is clear that sustainability must be achieved if meaningful change is to 
occur, and that achieving sustainability is a daunting challenge.  Taylor (2006) asserted, “one of 
the greatest challenges, if not the greatest challenge, to CSR is sustaining reform over a period 
long enough to produce substantial effects” (p. 346).  Coburn (2003) contended that, 
“sustainability may be the central challenge of bringing reforms to scale” (p. 6).  Years later, 
Coburn, et al. (2012) continued to refer to sustainability as, “one of the central challenges for 
instructional improvement efforts” (p. 140).  
The literature is also clear that the longer a change lasts, the greater its overall effect. 
Datnow (2005) stated, “longevity is commonly seen as an indicator of reform success” (p. 122).  
Borman, et al. (2003) asserted that reforms lasting the longest have the strongest effects.  They 
found that the number of years that a CSR initiative was implemented was a statistically 
significant predictor of effect size.  They also found that effect size of CSR was relatively strong 
during the first year of reform implementation but that during the second, third, and fourth years 
of implementation, the effect declined slightly but, essentially, remained the same. After the fifth 
year of implementation, CSR effects began to increase substantially. Borman, et al. (2003) 
concluded schools that had implemented CSR models for five years showed achievement 
advantages that were nearly twice those found for CSR schools in general, and after seven years 
of implementation, the effects were more than two and one-half times the magnitude of the 
overall CSR impact.  They further concluded that “the small number of schools that had outcome 
data after 8 to 14 years of CSR model implementation achieved effects that were three and a 
third times larger than the overall CSR effect” (p. 152). 
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Another concept that emerged in the literature is that sustainability has a critical impact 
on the scalability of reform. Scalability is necessary if reform is to be implemented across a large 
population. Sanders (2012a), described scalability as “increasing the number of schools 
implementing a reform either nationally or within a region or local education agency” (p. 846). 
However, Coburn (2003) challenged educators, researchers, and policy makers to broaden their 
view of scale beyond the number of schools implementing a reform suggesting that sustainability 
actually be included in the criterion for achieving scale.  She offered four interrelated dimensions 
to define scale that include: (a) depth, (b) spread, (c) ownership, and (d) sustainability (p. 4).  
Coburn (2003) asserted “each of the interrelated dimensions of scale is important, but 
sustainability poses particular challenges for school and district leaders” (p. 4).    
The Pursuit of Sustainability 
 It is evident in the literature that creating and sustaining meaningful change has been a 
research topic for some time.  Much of what is known has been gathered through studies of 
specific reform efforts.  The literature suggests that all reform efforts occur within specific 
epochs of change, the most recent of which originated in the latter half of the 20th century (Bean 
et al., 2015; Borman et al., 2003; Earl, Watson & Katz, 2003; Hargreaves & Goodson, 2006).  
Hargreaves and Goodson (2006) labeled these epochs as “periods of reform” that  
provide a compelling case for understanding educational change as not only a universal 
and generic process, nor even as a cyclical one, but as a process that is also ultimately 
shaped by the great historical, economic, and demographic movements of our times. (p. 
31)   
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Bean, et al. (2015) proposed that there have been waves of fundamental school reform efforts 
over the last 30-40 years that have been “focused particularly on the curriculum and the 
pedagogy that takes place within classrooms” (p. 33).  
The first period of reform: From the middle 20th century to the middle 1970s.  
According to Hargreaves and Goodson, (2006) the first period of reform was defined by “a large, 
young, baby-boom cohort of energetic and enthusiastic teachers that pursued change as a process 
of self-generated innovation within a wider sense of teaching as a world-changing social 
mission” (p. 29).  Hargreaves and Goodson (2006) also found that during this time growth in the 
population as well as the economy made possible state investment in numerous, large-scale 
projects and reform initiatives that emphasized innovation and student centered learning. 
Examples of these reforms included America’s war on poverty and the related Head Start 
program (p. 29).  Bean, et al. (2015) confirmed these findings, adding that during this period 
there was significance in “the emergence of innovative, large-scale curriculum projects, 
especially in math and science, all aimed at boosting the United States’ position in the world vis-
à-vis the Soviet Union after the launch of the Sputnik” (p. 33).   
The second period of reform: From the middle 1970s to the middle 1990s.  
Hargreaves and Goodson (2006) concluded that this period was framed by complexity, 
contradiction and transition.  In reviewing the literature on educational administration from that 
period, Hargreaves and Goodson (2006) noted relevant themes that illustrated both the 
transitional nature and uncertainty of the time.  These themes included, “living on the edge of 
chaos, working with paradox, and responding to postmodern uncertainty” (p. 29).   
According to Earl, et al. (2003), this period also included significant interest in improving 
the quality of education in schools.  That interest was based on emerging concerns that students 
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“were not acquiring the skills and knowledge that would prepare them either for the world of 
work or for post-secondary education” (p. 8).  Earl, et al. (2003) also found that in response to 
these concerns, new instructional materials and methods were widely introduced, new 
professional development opportunities were offered to teachers, and many school leaders 
elected to participate in a variety of school improvement projects with the belief that “good ideas 
would travel on their own” (p. 8).  Hargreaves and Goodson (2006) indicated that as a result of 
this approach to change, teachers during that period struggled with reform initiatives that often 
appeared to be contradictory.  Examples of contradictory reforms implemented during that 
period included, “portfolios alongside standardized tests, interdisciplinary initiatives with 
subject-based standards, and distributed leadership coupled with downsized decision-making” (p. 
29).   
At the same time, according to Earl, et al. (2003), there became “a link in the minds of 
many policy makers, between a globally competitive national economy and the quality of a 
nation’s schools” (p. 8). This set the stage for governments to move from general directives to 
mandated reforms and monitoring of implementation. As a result, this period of reform 
concluded with, “governments setting their sights on mandating changes to entire systems”      
(p. 8).  
The third period of reform: From the middle 1990s to the present day.  Across the 
literature, the present day period of reform is described using such terms as complex, fast-paced 
and turbulent.  These conditions shape the context in which education leaders now work to create 
meaningful change, making the problem of sustaining meaningful change a significant one for 
education leaders.  The literature describes the third period of reform as a nearly inhumane time 
in which the professional knowledge of teachers and leaders as well as the collective knowledge 
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of local communities has been replaced by what Hargreaves and Goodson (2006) described as 
standardization and marketization.  They suggested that, “a new world order of economic and 
cultural globalization has emerged from the confusion of the post-modern era” (p. 30).   
This period of reform is also characterized by instant information and homogenization 
driven by western trends according to Hargreaves and Goodson (2006) who also suggested that 
life is moving faster, insecurity is everywhere, and community relationships are in rapid decline 
because of the loss of relationships (p. 30).  Earl, et al. (2003) also noted the increased pace of 
change and asserted that this pace has created turbulent conditions (p. 22).  They alerted school 
leaders to the idea that “the management of this turbulence is becoming increasingly important” 
(p. 22).  
 The literature also highlights the impact of media as a contributor to the present day 
context for school reform.  Hargreaves and Goodson (2006) appeared to lament that the role of 
media sound bites in causing the replacement of “community responsibility with contract-driven 
standards of public accountability” and the substitution of “personal relationships with market-
based and performance-driven interactions” (p. 30).  They further asserted that, “in education, 
this has led to new global orthodoxies of educational change promoted by international financial 
organizations, where markets and standardization, accountability and performance targets, high-
stakes testing and intrusive intervention are at the heart of almost all reform efforts” (p. 30).    
External accountability pressures, changes in personnel, shifts in direction, multiple 
sources of funding and conflicting mandates, and the quick pace of change all shape the modern 
context for reform implementation.  Borman, et al. (2003) concluded that the complexity of 
creating the meaningful educational change within the current context has reached 
unprecedented levels of complexity.  Earl, et al. (2003) observed that for education leaders 
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seeking to create meaningful change in this modern context, “coordinating and maintaining focus 
appears to be a great challenge” and that to do this work, leaders must have the ability to 
“capitalize on controllable factors and manage the uncontrollable factors” (p. 22).  Earl, et al. 
also asserted the critical importance of taking charge of externally driven change in the modern 
context for reform implementation.  Earl, et al. (2003) stated, “to succeed in a world 
characterized by rapid change and increased complexity, it is vital that schools grow, develop, 
adapt creatively to change and take charge of change so that they can create their own preferred 
future” (p. 17).  
Examples of Large-Scale Reform Initiatives 
Numerous reforms have been implemented throughout the epochs of change described 
earlier.  Researchers have studied many of these reforms closely, seeking to understand how the 
reforms were designed and implemented as well as their effects (Baker, et al., 2011; Bean et al., 
2015; Borman et al., 2003; Datnow, 2005; Earl et al., 2003; Odden, 2000; Sanders, 2012b; 
Taylor, 2006).  These reforms took on a number of what Bean, et al. (2015) described as 
“innovative configurations that ranged from the purchase of new core reading and mathematics 
programs to the implementation of CSR models designed to completely change the way schools 
do business” (p. 31).  RPI was developed and implemented just as CSR and RF reforms were 
being phased out.  However, RPI relied on many of the same design features and had a research 
base similar to CSR and RF reforms that preceded it.  
Comprehensive school reform (CSR).  Odden (2000) described CSR as a 
“phenomenon…that began in the early 1990s, with a few whole school designs including 
Success for All, Accelerated Schools, and the Coalition of Essential Schools”  (p. 433).  It was 
accelerated by the 1999 Obey-Porter legislation that allocated nearly $50 million in federal funds 
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to support the implementation of CSR models in schools nationwide (Odden, 2000).  The models 
expanded rapidly, with designs created by the New American Schools (formerly the New 
American Schools Development Corporation) (Odden, 2000). These designs included such 
programs as Modern Red Schoolhouse and Roots and Wings (Odden, 2000; Taylor, 2006).  
Borman, et al. (2003) examined the implementation of CSR models and described them 
as both replicable and significant in that they represented the first time that whole-school reform 
“emerged as a prominent strategy for helping to improve the outcomes of at-risk students from 
high-poverty schools” (p. 128).  The analysis of Borman, et al. (2003) also revealed the 
emergence of a definition of reform that included the concepts “comprehensive” and 
“scientifically-based.”  According to Borman, et al. (2003), CSR programs were those that 
actualized these concepts as they: 
1. Employed proven methods for student learning, teaching, and school management; 
2. Integrated instruction, assessment, classroom management, professional development, 
parental involvement, and school management; 
3. Provided high-quality and continuous teacher and staff professional development and 
training; 
4. Included measurable goals for student academic achievement and established 
benchmarks for meeting those goals; 
5. Was supported by teachers, principals, administrators, and other staff throughout the 
school; 
6. Provided support for teachers, principals, administrators, and other school staff by 
creating shared leadership and a broad base of responsibility for reform efforts; 
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7. Provided for the meaningful involvement of parents and the local community in 
planning, implementing, and evaluating school improvement activities; 
8. Used high-quality external technical support and assistance from an entity that has 
experience and expertise in school-wide reform and improvement; 
9. Included a plan for the annual evaluation of the implementation of the school reforms 
and the student results achieved; 
10. Identified the available federal, state, local, and private financial and other resources 
that schools can use to coordinate services that support and sustain the school reform 
effort; and 
11. Met one of the following requirements: Either the program has been found, through 
scientifically based research, to significantly improve the academic achievement of 
participating students; or strong evidence has shown that the program will 
significantly improve the academic achievement of participating children. (p. 127) 
Reading First (RF).  The RF program was another example of a large-scale reform 
initiative that appeared within the literature on school reform as a focus of studies on reform 
implementation, effect, and sustainability.  Though not considered a CSR model, RF had many 
of the characteristics of CSR and represented “the largest federal investment in a specific 
education reform effort ever undertaken and was the clearest example of a reform policy based 
on an accumulated body of scientific evidence” (Baker, et al., 2011, p. 307).  
According to Bean, et al. (2015), RF was to be a fundamental reform designed to 
transform “U.S. Education in fundamental ways at the primary level in high-poverty schools” (p. 
33).  “It was based on the fact that too many children in high-poverty schools do not read 
proficiently at the end of third grade and will very likely never catch up” (p. 32).  RF focused on 
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high poverty schools because, “although the achievement gap has narrowed in some respects, the 
poverty achievement gap remains one of the most persistent, vexing and entrenched problems 
within the American school system” (Bean et al., 2015, p. 32).  VanDerLinden (2015) also 
reached the same conclusion, stating, “the crisis facing the American educational system is 
childhood poverty” (p. 13).  
RF was structured around specific literacy practices that “could bring almost all students 
up to grade level by end of the primary grades” (Bean et al., 2015, p. 33).  These practices 
included: 
1. Continuous assessment and progress monitoring of students 
2. A sufficient and dedicated time block for literacy instruction 
3. A core reading program that provided direct instruction in phonics 
4. Instructional intervention for struggling readers 
5. Professional development for teachers on early literacy. (p. 33) 
Reform Partnership Initiative (RPI).  RPI was a locally developed approach to system-
wide reform.  A team of developers from WestEd led a group of partnership stakeholders 
through a four-stage design process for RPI:  needs assessment, action planning, implementation, 
and monitoring and evaluation (WestEd, 2008, p. 2). The design of RPI was based on research 
on effective school districts.  WestEd summarized that research and communicated those 
findings via 10 guiding principles (WestEd, 2008, p. 1.)  Those 10 principles were: 
1. Focus unwaveringly on good instruction that reflects sound research and best 
practices. 
2. Align standards, curriculum, assessment and instruction. 
3. Build capacity to analyze and use data effectively to make decisions. 
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4. Build capacity to develop and use effective common formative assessments at regular 
intervals throughout the school year to monitor progress and make adjustments 
accordingly. 
5. Use the fiscal and human resources effectively to support student achievement. 
6. Provide high quality, ongoing, job-embedded professional development that helps all 
personnel acquire the knowledge and skills they need to perform their jobs 
effectively. 
7. Hold all people in the system appropriately accountable for improved student 
achievement. 
8. Develop effective leaders at all levels of the district that can effectively implement 
and manage ongoing improvement. 
9. Actively engage family and community. 
10. Create safe and supportive school environments. (WestEd, 2008, p. 1) 
Principle 1.  Focus unwaveringly on good instruction that reflects sound research and 
best practices.  According to WestEd (2008), “a system-wide approach to improving instruction 
that is built on a clear definition of good instruction and provides curricular guidance for what 
teachers should teach” is necessary for schools to improve (p. 1).  Both CSR and RF had similar 
sets of expectations for improvement with each requiring adherence specific definitions of 
instructional practice (Bean et al., 2015; Borman et al., 2003)    
Principle 2.  Align standards, curriculum, assessment and instruction.  RPI developers 
held that “the entire school community must agree on what is being taught, what constitutes good 
teaching, and what the performance expectations are (WestEd, 2008, p. 1).  The expectation of 
RPI was that the district involved a majority of teachers at all grade levels to develop curriculum 
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aligned to state standards in all core content areas for all grade levels and distributed documents 
to all schools (WestEd, 2008, p. 9).  
Principle 3.  Build capacity to analyze and use data effectively to make decisions.  
WestEd (2008) asserted that to do this “requires gathering data on multiple issues and 
implementing accountability systems built on multiple measures of student and school progress” 
(p. 1).  In practice, the expectation of RPI was that a majority of staff would systematically 
collect and analyze data to inform decision-making (WestEd, 2008, p. 11).   
Principle 4.  Build capacity to develop and use effective common formative assessments 
at regular intervals throughout the school year to monitor progress and make adjustments 
accordingly.  WestEd (2008) acknowledged the importance of state-level assessments, but 
asserted that the district have a system in place that regularly assesses individual student progress 
so instruction can be adjusted to meet student needs (p. 1).  During RPI, it was expected that a 
majority of teachers in all grade levels and courses regularly use common formative assessments 
to check for understanding.  It was further expected that teachers would use formative data to 
plan for re-teaching, enrichment and intervention activities daily (WestEd, 2008, p. 13).  Beyond 
planning, a majority of teachers were also expected to meet at least twice per month to plan 
collaboratively and place students in classes for re-teaching and enrichment based on students’ 
assessment results (WestEd, 2008, p. 13).   
Principle 5.  Use the fiscal and human resources effectively to support student 
achievement.  WestEd (2008) held that effective resource management required close attention 
due to the limited availability of resources in public education.  WestEd asserted that all 
available resources should be dedicated to improving student learning (p. 1).  Beyond financial 
resources, the careful recruitment and selection of staff can assist with ensuring that all resources 
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are focused on student learning. Fink (2000) concluded that effective districts recruit and select 
teachers who are committed to district goals for students’ learning and continuous improvement.  
In addition, these districts do not just transfer or try to hide less successful teachers.  They focus 
on supportive practices, but if help is unsuccessful, they facilitate the teacher’s dismissal. 
During RPI, it was expected that the majority of district and school administrators 
consider student achievement in budget planning.  Administrators were to align resource 
investments with programs and practices that would “close the achievement gap” (WestEd, 2008, 
p. 15). It was further expected that the district would operate an open budgeting process that 
fostered ongoing communication with staff about how funds were invested (WestEd, 2008, p. 
15).  WestEd (2008) determined that full implementation of this principle was indicated by a 
majority of administrators managed resources to support teachers in meeting requirements for 
advanced certification, instructional materials, and professional development (p. 15).   
Principle 6.  Provide high quality, ongoing, job-embedded professional development 
that helps all personnel acquire the knowledge and skills they need to perform their jobs 
effectively. The importance of professional development has been noted widely in the literature.  
Watts and Castle (1993) posited that “not only is professional development needed; it is 
necessary to student empowerment.  And faculty development takes time; time to collaborate; 
communicate, ponder and reflect with others is essential” (p. 207).  WestEd (2008) asserted that 
effective districts allocate time for professional development beyond the “drive-by” workshop (p. 
1); yet, Hargreaves (1994) advised that time alone does not necessarily promote greater degrees 
of staff collaboration or development.  WestEd concurred, insisting RPI include, “coherent 
professional development program for the majority of teachers, and that professional 
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development provided by the district has all the characteristics of effective professional 
development” (p. 16).  WestEd (2008) defined effective professional development as that which: 
• Is situated in classroom practice, focuses on students, and is aligned with other reform 
initiatives at the site; 
• Is ongoing and intensive; 
• Actively engages teachers in constructing their own understanding;  
• Incorporates collaborative experiences where teachers can interact with their 
colleagues; 
• Is multifaceted and includes both frontloading of new knowledge and opportunities 
for practice with coaching; reflection, and feedback 
• Is grounded in the scholarship of teaching; 
• Acknowledges and integrates teachers’ prior knowledge and experiences. (p. 16) 
RPI’s use of professional development situated in classroom practice aligned to the 
professional development structures evident in RF schools.  Bean, et al. (2015) observed that 
many teachers praised the professional development that they had received during RF and 
acknowledged the value of coaches in helping teachers apply what they learned to their 
instructional practices (p. 48). 
Principle 7.  Hold all people in the system appropriately accountable for improved 
student achievement.  Coleman and LaRocque (1990) concluded that effective districts have an 
active and evolving accountability structure that combines interactive monitoring with a respect 
for school autonomy.  WestEd (2008) asserted that school professionals must believe and be 
empowered to improve student achievement and that they, along with members of their 
governing boards should be held accountable for student learning (p. 1).  RPI required the local 
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board of education to set student performance improvement goals and hold staff accountable for 
their achievement.  Core RPI activities included meetings and presentations on student 
achievement by the superintendent, district administrators, and building principals at least three 
times per year (WestEd, 2008, p. 19).   
The literature suggests the presence of numerous challenges to creating effective 
accountability structures, due largely to the impact of change.  Districts change over time and 
many within the system may find themselves without what the literature refers to as the “shared 
meaning” of the intended changes, as well as the validity or need for the change at all (Fullan, 
1993; Joyce & Showers, 1988; Rosenholtz, 1989).  When shared meaning is lacking, establishing 
appropriate accountability can be difficult. Fink (2000) emphasized the importance of creating a 
link between shared meaning and accountability. The literature suggests that change agents can 
establish shared meaning and build the foundation for appropriate accountability by carefully 
addressing the following questions: 
• Does the change have a clear moral purpose (Sergiovanni, 1992)? 
• Is the purpose an imposed one, or does it come from within (Fullan, 1993)? 
• Are the purposes surrounding the change fragmented or do they cohere into a broadly 
common vision (Barth, 1990)? 
• Is the change demonstrably connected to purposes of teaching, learning and caring in 
classrooms in ways that matter for teachers (Newman & Wehlage, 1995)? 
• How do teachers connect with “other people’s children” with backgrounds and 
cultures that are different from the teacher’s own (Delpit, 1988)? 
• Does the initiative provide a balance among competing policy directions of quality, 
equity and efficiency (Stoll & Fink, 1996)? 
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Without the answers to these questions clearly established and well understood, those involved in 
the leadership and implementation of any particular change will struggle with appropriate 
accountability.  
Principle 8.  Develop effective leaders at all levels of the district that can effectively 
implement and manage ongoing improvement.  WestEd (2008) defined effective leaders as 
those with “mental and moral commitment to increasing and sustaining high levels of student 
achievement” (p. 1).  According to WestEd, effective leaders make decisions “based on a core 
purpose of ensuring that all students, including English Language Learners and students with 
disabilities, learn rigorous academic content” (p. 1).   
Beyond that of decision maker, the literature addresses the varied roles that school 
leaders play. Fink (2000) asserted, “most school leaders play many roles in the course of the day, 
they are at once administrators, politicians, parents, counselors, publicists and transactional 
leaders—and on occasion, transformational and moral leaders” (p. 76). Indeed, Stoll and Fink 
(1996) argued that the situation tends to dictate the needed leadership style and methodology.  
Covey (1989) asserted that those leaders who can most effectively respond to these changes are 
those who build trust, are optimistic, respectful and operate with integrity.    
Stoll and Fink (1996) argued that school leadership should be dynamic, holistic, flexible 
and humane (p. 109).  They suggested a specific type of school leadership that encompasses 
these many complex and interrelated roles.  They called this leadership style “invitational 
leadership” and posited that invitations are messages that communicate to others that they are 
able, responsible, and worthwhile.  In this model, leadership is about “communicating 
invitational messages to individuals and groups with whom leaders interact in order to build and 
act on a shared and evolving vision of enhanced educational experiences for students” (p. 109).   
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The literature also highlights the critical role of the principal in providing effective school 
leadership.  Teddlie and Stringfield (1993) suggested that different types of schools require 
different leadership and school improvement strategies and successful districts tend to “nurture 
and create improvement processes that are indigenous to particular school contexts” (p. 223).  
They concluded, “effective districts engender improvement in schools through the thoughtful and 
careful selection of instructional leaders as principals and the careful matching of principals with 
schools” (p. 223).  Stoll and Fink (1996) also found that successful districts tend to capitalize on 
naturally occurring change efforts by encouraging the school’s leadership team and supporting 
change in context. 
During RPI, effective leadership in practice was indicated by both school and district 
leaders demonstrating the consistent ability to: 
• Monitor and evaluate the effectiveness of school and district practices that impact 
student learning; 
• Communicate and demonstrate strong ideals and beliefs about schooling; 
• Demonstrate knowledge of current curriculum, instruction and assessment practices 
(WestEd, 2008, p. 21). 
Principle 9.  Actively engage family and community.  According to WestEd (2008), 
“nothing motivates children more than when schools, families and communities value learning” 
(p. 1).  During RPI all schools were required to regularly use specific strategies to support 
meaningful involvement of parents and community members in increasing student achievement.  
The strategies integrated into RPI to engage parents and community members were: 
• Build capacity by establishing programs and resource for community with and 
training parents and other members of the community; 
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• Demonstrate leadership by partnering with parents and community members to 
support governance and implementation, through meaningful involvement in program 
planning and monitoring, advisory committees and personnel training; 
• Dedicate resources to support family engagement. (WestEd, 2008, p. 22) 
Principle 10.  Create safe and supportive school environments. WestEd indicated that a 
safe and supportive school environment was one that enhanced school connectedness and 
engaged students in learning (WestEd, 2008, p. 1).  During RPI schools focused on establishing 
safe and supportive environments by:  
• Establishing connections between students and adults 
• Communicating and explicitly teaching the behaviors that are expected from students 
• Teaching social and emotional skills such as decision-making, self-awareness and 
management and relationship skills (WestEd, 2008, p. 23).   
A safe and supportive school environment is often equated with a positive school culture 
in the literature.  The literature provides varying definitions of school culture, Deal and Kennedy 
(1983) described culture “as the way we do things around here” (p. 4).  In 1995, D. H. 
Hargreaves defined culture as “a way of life” (p. 43).  While varied definitions exist, it is clear 
that a school’s culture defines reality for those within its walls, as it “forms a framework for 
occupational learning” (Hargreaves, 1994, p. 165).  Fink (2000) offered that the most effective 
school culture was one in which there exists “optimal social cohesion and optimal social control 
as well as fairly high expectations and support for achieving standards” (p. 111).   
Challenges to Sustainability 
Limited sustainability research.  As previously described, the latter half of the 20th 
century was marked by continuing efforts to create meaningful change by implementing a 
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variety of reforms. Hargreaves and Goodson (2006) found that as efforts to implement reforms 
have increased, so too has the research on those reforms. This research has involved critical, 
scientific analysis of factors related to reform, including the resistance of teachers to change, the 
challenge of diffusing innovations, and the complexity of scaling-up reforms beyond pilot 
projects from one school or district to others (Hargreaves & Goodson, 2006, p. 4). Yet with so 
much research having been conducted on reform and its effects, it has been suggested that 
educators “appear to know how to create islands of change but not how to construct 
archipelagoes or build entire continents of them” (Hargreaves & Goodson, 2006, p. 4).  
The literature is clear that much of what is known about reform is based on studies that 
focus primarily on early implementation.  Fixsen, et al. (2005) observed that much of the existing 
research is focused largely on the initial stages of the implementation process (p. 18).  
Hargreaves and Goodson (2006) reported that, “most investigations of educational change are 
based on (often overly optimistic) a snapshot of the early implementation of particular change 
efforts that do not monitor the extent of their long-term persistence” (p. 4). Coburn, et al. (2012) 
reported that research investigates new initiatives at their start, but few researchers continue to 
collect data after the initial infusion of resources and support is withdrawn.  
The literature also asserts that much of what is known is gathered too late.  Coburn, et al. 
(2012) noted that studies of sustainability initiate investigation after support for implementation 
has ended.  Borman, et al. (2003) noted the same, stating that much of the research lags behind 
the dissemination and implementation of reform,  
sometimes weighing in on an issue only after schools have moved on to the next apparent 
innovation.  The result is a cycle of reform that has continued to move from one fad to 
another with little evidence of national progress. (p. 12)  
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Hargreaves and Goodson (2006) also referred to the movement of schools from one reform to 
another.  They suggested that these “repeated waves of reform cause schools and the people in 
them to either embrace or resist change” (p. 16). These findings support the argument that little is 
known about how leaders can sustain meaningful change over time.  
Changing contexts for states and districts.  Coburn (2003) asserted that school district 
priorities almost inevitably change over time.  Resources to support initiatives run their course.  
Schools and teachers that successfully implement instructional reforms find it difficult to sustain 
them in the face of changing priorities, limited resources and competing demands (p. 140).  
Datnow (2005) stated that the influence of changing state and district contexts was a concern for 
the longevity of school reform.  She asserted that this was due to the “increased state-level 
involvement in educational policy with respect to standards and accountability as well as the 
high turnover rates of district superintendents” (p. 122).  VanDerLinden (2015) outlined events 
that have resulted in significant changes to the reform context for states and districts in the last 
30 years.  The rapid succession of changes she described, as well as their subsequent impact on 
the context for education reform, makes it clear that the present conditions for creating and 
learning about sustainable reform are not optimal.  These events include (a) the publication of A 
Nation at Risk in 1983, (b) the passage of the No Child Left Behind Act in 2002, and (c) the 
development and adoption by many states of the Common Core State Standards in 2010 (CCSS) 
(pp. 17-19).  
Inertia, the status quo and fear of change.  Fixsen, et al. (2005) found that when a 
reform is starting, the compelling forces of fear of change, inertia, and investment in the status 
quo combine with the inherently difficult and complex work of implementing something new. 
And, all of this occurs at a time when the program is struggling to begin and when confidence in 
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the decision to adopt the program is being tested (p. 16).  These factors may all contribute to 
what Datnow, Borman and Stringfield (2000) found that at least moderate resistance to reform 
efforts was present among teachers in studies they reviewed.  Fixsen, et al. (2005) concluded that 
attempts to implement new practices effectively often end during early implementation because 
of these factors.  Fixsen, et al. (2005) described the status quo as “thoroughly entrenched” (p. 72) 
and as a result, the implementation of evidence-based practices and programs initially may take 
persistent efforts over longer periods of time.   
School stagnation and reform inadequacy.  Bryk (2010) believed that “all schools can 
and must improve. Such claims represent our highest, most noble aspirations for our children, 
our schools, and systems of schools. They are ideas worthy of our beliefs and action” (p. 29). 
However, Bryk (2010) also cautioned against “heady political rhetoric of ‘beating the odds’ and 
‘no excuses’” (p. 29).  He found that when it comes to reform, “not all school communities start” 
(p. 29) and concluded, “Unless we recognize this, unless we understand more deeply the 
dynamics of school stagnation, especially in our most neglected communities, we seem bound to 
repeat the failures of the past” (p. 29). 
Bryk (2010) also observed that many schools face a disproportionately high level of need, 
in their communities.  In such cases the school may not have the capacity to implement reform.   
He asserted,  
Schools are principally about teaching and learning, not solving all of the social problems 
of a community. However, when palpable personal and social needs walk through doors 
every day, school staff can’t be expected to ignore those needs. Our evidence suggests 
that when the proportion of these needs remains high and pressing, the capacity of a 
school staff to sustain attention to developing the five essential supports falls by the 
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wayside. A few schools managed to succeed under these circumstances, but most did not. 
(p. 29) 
Budgetary limitations.  Another finding in the literature is that the cost of a reform can 
limit its sustainability. Datnow (2005) concluded, “reforms that placed more demands on the 
system and its resources tended to face greater difficulty in achieving sustainability” (p. 146).  
Some school reform models require substantial funding to initiate, implement, and sustain over 
time. In the face of budget cuts, reform models that require a continual financial outlay might 
find themselves at risk of expiration, or at least instability.  However, Datnow (2005) also 
concluded, “the reforms that are the most comprehensive and the most meaningful are often the 
most resource hungry”  (p. 146). 
Supports for Sustainability 
 As noted earlier, there is limited knowledge about how sustainability is created over time.  
However, the literature offers some insights into the factors that promote reform sustainability.  
In searching for what is known about creating sustainable reform, it is advisable to reference 
Bryk (2010) who asserted that  
a belief in the power of schooling and in our ability to improve this institution must also 
coexist with a modicum of doubt—a critical perspective—about the wisdom of any 
particular reform effort. Virtually every initiative involves at least some zone of wishful 
thinking, and even good designs typically require executing a strategy for which there is 
no established game plan. (p. 30) 
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Datnow, et al. (2000) found that the sustainability of externally developed reforms 
involved a dynamic interplay between power and ideology (p. 170).  Datnow (2005) built on 
these findings to conclude that,  
schools sustained reform when there was political support, alignment of the ‘cultural 
logic’ of the reform design and that of the local reformers, and when reform was 
structured into the daily lives of the school community. Schools that simultaneously 
attended to these change processes—and more importantly, the interaction between 
them—were able to sustain reforms over 8 years or more.  (p. 124) 
Flexibility in reform design.  The structure of a reform appears to contribute to its 
sustainability. Bean, et al. (2015) identified structural supports that contributed to sustainability 
in RF schools.  These supports included a clear plan for instruction, focus on data, and a schedule 
for working with students that included dedicated time for language arts (p. 48).  Yet, Datnow, et 
al. (2000) argued that a highly prescriptive and centralized curricula lead to "a profound sense of 
deprofessionalization among teachers" (p. 184). 
Sanders (2012b) noted that programmatic structure did not mean programmatic rigidity.  
She found that in a longitudinal study of 13 schools implementing school-wide reforms, those 
reforms with greater flexibility were more likely to be retained over time.  Baker, et al. (2011) 
also concluded that reform flexibility is essential.  They asserted that if reforms are too rigid, 
those reforms are less likely to be sustained in the face of district changes. Baker, et al. (2011) 
also noted that if reforms are too flexible, they might lose their core features and diminish their 
potential to promote positive change (p. 866).  These finding suggest the importance of a 
balanced approach between flexibility and requirement in designing reforms.   
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A planned approach to reform implementation.  Regardless of the specific change 
being implemented, it is evident in the literature that while the reform itself is important, the 
approach taken by leaders to the implementation of that reform has a significant impact on 
sustainability.  Datnow (2005) found that “curricular reforms are often adopted but seldom 
implemented as planned.”  She went on to affirm the existence of “a strong relationship between 
reform implementation and positive effects-both qualitative and quantitative” (p. 177). 
The literature suggests that successful reform implementation relies to some degree on 
the engagement of participants in the change effort. Earl, et al. (2003) confirmed these findings.  
They concluded,  
real educational change is predicated on individuals within the school understanding and 
applying the reform ideas in their daily practice. Reaching that understanding requires 
teachers to go through an active process of accessing prior knowledge and connecting 
new ideas to such existing knowledge. (p. 15)   
They also stated that it is only when the individuals within an organization change that true 
change actually occurs.  
Kotter (2012) examined the factors that contributed to successful implementation of 
organizational change.  He identified eight factors necessary for implementing such change 
successfully.  Those factors were: 
1. Establishing a sense of urgency. 
2. Creating the guiding coalition. 
3. Developing a vision and a strategy. 
4. Communicating the change vision. 
5. Empowering broad-based action. 
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6. Generating short-term wins. 
7. Consolidating gains and producing more change. 
8. Anchoring new approaches in the culture. (p. 25) 
Kotter also emphasized the critical role that leaders play in implementing change successfully.  
He stated that the implementation process is “never employed effectively unless it is driven by 
high-quality leadership, not just excellent management” (p. 24).   
Fixsen, et al. (2005) also identified leadership actions and suggested a link between those 
actions and the successful implementation of change. They observed that in order to implement 
change effectively, leaders needed to: 
• Commit to the implementation process. 
• Set explicit goals, communicate them clearly throughout the organization, resolve 
conflicts with other goals, and reinforce persistence. 
• Help create the details of activities, processes, and tasks in order to operationalize 
implementation policies. 
• Recruit, select, train, locate, advance, promote, or dismiss employees to further the 
aims of implementation policies.  
• Involve stakeholders in planning and selection of programs to implement to 
encourage buy-in and ownership during implementation and continuing operations. 
• Create an implementation task force made up of consumers, stakeholders including 
unions, community leaders to oversee the implementation process. 
• Unfreeze current organizational practices, changing those practices and integrating 
them to be functional, and then reinforcing the new levels of management and 
functioning within the organization. 
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• Allocate resources for extra costs, effort, equipment, manuals, materials, recruiting, 
access to expertise, re-training for new organizational roles, etc. associated with 
implementation of an innovation. 
• Align organizational structures to integrate staff selection, training, performance 
evaluation, and on going training along with human resource functions such as 
changed job descriptions, compensation, retention, and attention to morale. 
• Align of organizational structures to achieve horizontal and vertical integration. 
• Provide on-going resources, and time for coaching, participatory planning, exercise of 
leadership, and evolution of teamwork. (p. 64) 
While Fixsen, et al. (2005) and Kotter (2012) studied implementation of change in any 
organizational context, Schumacher (2011) presented recommendations intended for school 
leaders seeking to implement reform effectively suggesting that for reforms to be successful, 
leaders needed to: 
• Develop and cultivate a culture of continuous improvement. 
• Build consistency of purpose throughout the school system. 
• Examine the school system’s readiness to change, including its capacity for change. 
• Secure support from senior leaders, including principals. 
• Go slowly and proceed with caution. 
• Listen to stakeholders. 
• Focus on making connections between continuous improvement expectations and 
why they are important for the organization. 
• Build capacity, including succession (leadership) planning. 
• Learn from the past and do not allow criticism to derail effort. (p. 19) 
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Another key idea that emerges from the literature is that sustainability must be 
intentionally planned for as part of the implementation process. This is noted by Taylor (2006) 
who recommended that districts “create coherence and stability in their overall reform strategy” 
(p. 347).  Taylor (2006) asserted that this coherence could be achieved through planning.  
“Reformers and practitioners need to explicitly design for sustainability if they are to sustain the 
implementation of the practices they advocate” (p. 347).  Fixsen, et al. (2005) also referred to the 
need to plan explicitly for sustainability by relating it to the process of design, stating, “To be 
effective, any design process must intentionally be, from the beginning, a redesign process”     
(p. 64). 
A supportive district-level context.  Datnow (2005) noted that effectively replicating a 
CSR model across schools in very different locations and with different circumstances is known 
to be quite a challenging process (p. 124).  She pointed out that more information was needed 
about what a supportive reform infrastructure at the district and state level looks like, thus 
suggesting a possible link between the district’s role and the ability of schools to sustain reforms.  
The link between districts and sustainability of reform has been explored within the literature.  
Fink (2000) found that the district is always the first line of influence on the individual 
improvement efforts of a school.  He also offered evidence to suggest that more effective schools 
are located in districts where supportive interactions occur between schools and central office. 
According to Fink (2000), districts with strongly bureaucratic, top-down structures were 
considerably less effective than districts that allowed teachers to experience more autonomy to 
learn and improve their work within a context of overall regional direction and support.  Fink 
(2000) also found that when school improvement efforts were exceedingly difficult then a school 
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was unsupported by a larger network. Fullan (1991) further supported the point when he 
asserted,  
Schools cannot redesign themselves.  The role of the district is crucial.  Individual 
schools can become highly innovative for short periods of time without the district, but 
they cannot stay innovative without the district action to establish the conditions for 
continuous and long-term improvement. (p. 209)  
In contrast to the findings of Fullan (1991) and Fink (2000), Earl, et al. (2003) suggested 
that the district’s role in education reform has long been somewhat unclear and even 
problematic. They found that reforms have usually “focused on the state or the school, even 
treating the district as a barrier to change” (p. 9). Yet they note, “although national or state 
education departments are often the source of major reforms, districts mediate in various ways 
between central policy and teachers’ practice” (p. 9). 
The literature suggests that by establishing policies and expectations, districts can have 
important influence on reform sustainability.  Datnow (2005) concluded reform models that 
lasted were those that helped educators meet new local district and state demands (p. 146). 
Baker, et al., (2011) identified three dimensions of district leadership that were related to reform 
sustainability: (a) reform knowledge, (b) professional influence, and (c) reform focus (p. 860).  
Similarly, Bryk, Sebring, Kerbow, Rollow, and Easton (1998) asserted that four critical 
functions needed to be developed at the district level from reform to be sustained: 
• policy making to support decentralization within broad system expectations; 
• a focus on local capacity building (especially working co-operatively toward more 
coherent school practice); 
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• a commitment to rigorous accountability (tracking progress and intervening in failing 
situations); and 
• stimulating innovation (and diffusing effective improvement efforts). (p. 279)   
Datnow (2005) found that district policies, leadership, and agendas affected the 
sustainability of externally developed reforms in different ways, “quite substantially in some 
cases and less so in others, depending on local conditions, experiences with reform, and 
capacity” (p. 145).  Fullan (2004) asserted that district leaders could foster sustainability by 
establishing coalitions to support the reform, building the capacity of others to understand and 
implement the reform, and creating a culture of learners to maintain the reform over time (p. 88).  
The impact of superintendent leadership on the district-level context.   The literature 
affirms the power that superintendents and other district level leaders have to create a district-
level context that it supports and sustains meaningful reform.  Waters and Marzano (2006) 
identified five district-level leadership responsibilities with a statistically significant correlation 
with average student achievement.  Those responsibilities include: 
• Facilitating a collaborative goal setting process that includes non-negotiable goals for 
achievement and instruction	  
• Ensuring board alignment with and support of district goals	  
• Monitoring the goals for achievement and instruction	  
• Ensuring that resources are used to support the goals for achievement and instruction. 
(p. 11)	  
Waters and Marzano (2006) also found that effective superintendents and district level 
leaders employ specific practices to fulfill each of these responsibilities.  Yet, they further found 
that the implementation of those practices alone does not ensure gains in student achievement.  
53 
The researchers labeled this as the “differential impact” of leadership and offered two likely 
explanations for this difference (p. 17).  The first explanation was that “the effect of strong 
leadership could be mitigated when a superintendent focuses the district on goals that are not 
likely to affect student achievement” (p. 17).  The second explanation was that “even when a 
superintendent focuses the district on goals with the potential to improve student achievement, he 
or she must accurately estimate the order of magnitude of change these goals imply for 
stakeholders” (p. 17).  The implications of these findings are significant in that they identify a 
clear set of responsibilities and roles for the superintendent and district-level administrators 
seeking to be sustainable leaders.  
A supportive school-level context.  Earl, et al. (2003) asserted that to succeed in a world 
characterized by rapid change and increased complexity, it is vital that schools grow, develop, 
adapt creatively to change and take charge of change so that they can create their own preferred 
future. Such a challenge depends on collective commitment of the entire school community to 
develop an in-depth understanding of the reform and to examine and adjust their practices (p. 
17). 
Datnow (2005) asserted that schools responded to the demands of their CSR models as 
well as their turbulent district and state contexts in four different ways: 
1. approaching new demands with an efficacious attitude and continuing with reforms, 
2. placing reform activities on the “back burner” while incorporating new district and 
state policies, 
3. dropping the reform completely as a result of new contextual constraints, and 
4. using turbulent district and state contexts as opportunity to discontinue reforms for 
which there was waning support or which were not working well. (p.135) 
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Datnow (2005) also noted that reforms were most successful in schools that already had the 
institutional capacity or organizational “cultural capital” to envision change, as well as to 
accommodate or turn to advantage what might otherwise have been a negative situation (p. 190).   
The literature also suggests common indicators of effective schools.  Presumably, schools 
demonstrating these indicators would be more likely to sustain reform.  Bryk (2010) asserted that 
school organization had a major effect on instruction.  They identified the essential supports 
necessary for schools to improve: 
1. Coherent instructional guidance system. 
2. Professional capacity.   
3. Strong parent-community-school ties.   
4. Student-centered learning climate. 
5. Leadership drives change (p. 24). 
In studying the evidence of these essential supports in schools, and their impact on reform 
implementation, Bryk (2010) found that,  
schools with strong indicators on most supports were 10 times more likely to improve 
than schools with weak supports.  Half of the schools strong on most supports improved 
substantially in reading.  Not a single school weak on most supports improved in 
mathematics.  A material weakness in any one support, sustained over several years, 
undermined other change efforts, and improvement rarely resulted. (p. 25) 
Stability.  Stability is noted as another strong contributing factor to creating a school 
level context that is supportive of sustainability.  Hargreaves and Fink (2004) determined, “a key 
force leading to meaningful, long-term change is leadership sustainability” (p. 9).  Bean, et al. 
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(2015) concurred, finding that achievement effects were sustained when there was teacher, 
principal, and student stability (p. 47). 
Effective communication and inclusive language.  Sanders (2012a) made the assertion 
that high levels of reform implementation and sustainability were related to clear and regular 
communication and assistance between reform designers and those responsible for program 
implementation.  While the importance of effective communication may be obvious, a surprising 
finding from the literature was that the words that are selected for the communication could 
impact sustainability.  Earl, et al. (2003) posited that,  
the language with which reform is described has a subtle but pervasive effect on how 
reforms are experienced, both by reform leaders and by teachers in schools. Terminology 
and the choice of metaphors can shape implementation and sustainability in various 
ways.  (p. 23) 
They also found that there are “ambiguous messages in metaphors such as ‘policy delivery 
systems’ and ‘cascade’.  Such metaphors suggest and reinforce a particular view, not only of 
policy but also of the support and communication system to implement and sustain changes”    
(p. 23).  Baker, et al. (2011) drew attention to the fact that the language of reform is almost 
always reduced to sound bites and successively refined messages that allow agreement with 
vague precepts but do not provide clear interpretations.  These findings from the literature 
suggest that carefully attending to language precision to describe reform in ways that are 
inclusive, specific, and meaningful can be important for reform sustainability.   
Teacher and leader buy-in.  As stated earlier, reform always requires teachers and 
leaders to change some aspect of their practice.  Beyond superficial changes, Bryk (2010) 
contended that, “cultivating teacher buy-in and commitment becomes a central concern in 
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promoting the deep cultural changes required for such an initiative to be successful” (p. 27).  
Bryk (2010) further concluded that, “embracing a coherent improvement plan challenges 
longstanding norms about teacher autonomy in the classroom and a laissez-faire orientation 
toward professional development and innovative practice” (p. 27).  Bean, et al. (2015) also noted 
the importance of teacher and leader buy-in.  They found that, “although buy-in from teachers 
was not immediate, teachers who saw the positive impact of RF on students’ reading 
performance changed their views” (p. 48). 
The impact of principal leadership on the school-level context.  Prior to conducting 
their work on the impact of superintendent leadership referred to earlier, Waters, Marzano and 
McNulty (2003) conducted a meta-analysis of 30 years of data on the effects of school 
leadership. They found “a substantial relationship between leadership and student achievement” 
(p. 3).  The researchers asserted that if the abilities of school leaders were to increase by one 
standard deviation, the effect would be an increase in mean student achievement of 10 percentile 
points (p. 3).  Ultimately, they identified 21 responsibilities of principal leadership that had a 
positive impact on student achievement.  The positive impact of these practices was present 
when school principals focused on goals and practices that were a) aligned to student 
achievement, and (b) considered the magnitude of change as perceived by the stakeholders who 
would be implementing changes (p. 5).   
These findings highlight the critical role of the school principal in creating and sustaining 
meaningful change.  The principal as the sustainable leader is perhaps, one of the most important 
ideas to explore in future research.  The principal is the primary leader within the school who has 
both the positional authority and the responsibility necessary to create a supportive school level 
context for change.   
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Implications for Sustainable Leadership 
As noted earlier, there is limited knowledge about how sustainability is created over time.  
The literature offers insights into the factors that promote reform sustainability, but little is 
offered to explain to leaders how they can go about bringing those factors to life in pursuit of 
reform sustainability.  Education leaders must cultivate sustainability if they hope to minimize 
the buffeting influence of the current education context and create meaningful change. In fact, 
according to Bean, et al. (2015) sustainability must be taken into consideration at every stage of 
the reform implementation process and must include “ongoing quality assurance systems given 
that the conditions under which human services are delivered are in a constant stage of change” 
(p. 7).  However, Fixsen, et al. (2005) concluded that the lack of understanding about the 
“functional components of implementation factors” has a negative impact on the capacity of 
school leaders to create meaningful change (p. 20).  These implementation factors include 
sustainability.  
Indeed, it is the work of leaders that is the least understood aspect of reform 
sustainability. Bean, et al. (2015) asserted the importance of leadership, specifically principal 
leadership, in sustaining RF (p. 48).  Datnow (2005) found that high capacity schools were those 
that were most effectively able to sustain reform, and that their characteristics, combined with 
“savvy political leadership by school principals, led these schools to exhibit an efficacious 
attitude in the face of multiple demands” (p. 146).  Bryk (2010) also acknowledged the role that 
leaders play in creating sustainable reform.  He found that “school leaders cultivate low-risk 
collaborations among faculty members who are predisposed to working together” (p. 27).  Earl, 
et al. (2003), identified leadership succession as a factor that can help or hinder districts in 
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sustaining reform.  They found that “changes in leadership can result in shifts in focus and 
direction, creating uncertainty and affecting the pace of improvement effort” (p. 20). 
Hargreaves and Fink (2004) offered what is perhaps the most operational of conceptual 
frameworks of leadership for reform sustainability when they described “sustainable leadership” 
as a particular type of leadership that matters, lasts, spreads, is socially just, is resourceful, 
promotes diversity, and is supported by systems (p. 9).  Hargreaves and Fink (2004) asserted that 
sustainable leadership goes beyond temporary gains in achievement scores to create lasting 
meaningful improvements in learning (p. 9). 
Summary 
The goal of the Reform Partnership Initiative (RPI) was to close the achievement gap 
between the students in Central Elementary School District (CESD) and those statewide 
(WestEd, 2011, p. 7).  It was also to create a replicable model for school-district transformation.  
In pursuing these ambitious goals, RPI united the financial resources of the Ellis Center for 
Educational Excellence, and the technical expertise of WestEd with the academic and social 
needs of CESD students and families.  During the six-year duration of RPI, all members of the 
partnership invested significant effort and resources to create, implement and sustain meaningful 
reform that would result in increased social and intellectual capital for students. 
Reform sustainability has been explored in the scholarly literature.  Much of what is 
known about sustainability is drawn from studies of specific reform efforts that have been 
undertaken.  Among the contemporary reforms frequently studied are Comprehensive School 
Reform (CSR) and Reading First (RF).  The literature indicates that these reforms have taken 
place during specific reform periods.  Each reform period had its own characteristics, shaped by 
the context surrounding schooling and the greater public discourse of the time.  Understanding 
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these reform periods, their characteristics, and the societal factors that shaped them makes 
possible the contextualization of RPI as the result of a progression of knowledge and practices 
accrued through the implementation and study of earlier reforms.  While on a much smaller scale 
then CSR or RF, RPI was nonetheless an ambitious reform that was developed locally by the 
reform partners using research on effective school districts.  That research was captured in the 10 
guiding principles of RPI.  The guiding principles reveal the connections of RPI to the 
knowledge and practices of earlier reforms.  
Additional information about reform sustainability is also drawn from the scholarly 
literature on implementation science and organizational change.  The literature identifies factors 
that can support the sustainability of reforms.  Those conditions include flexible reform designs, 
planned approaches to implementation, supportive district and school-level contexts, stability, 
effective communication and inclusive language, as well as buy-in from teachers and leaders.      
The literature also includes broad-based challenges to reform sustainability.  Among 
them are changing contexts for schools and districts, inertia of the status quo and fear of change, 
school stagnation and reform inadequacy and limited budgets.  However, the single most likely 
challenge to reform sustainability is a lack of available research.  This is surprising given that 
there has been so much research on reform.  However, Hargreaves and Goodson (2006) 
concluded that educators, “appear to know how to create islands of change but not how to 
construct archipelagoes or build entire continents of them” (Hargreaves & Goodson, 2006, p. 4).  
These findings make the need for additional information on reform sustainability clear.  Also 
clear is that insights into the attributes of sustainability leadership are needed so that future 
leaders can be empowered to fully sustain meaningful reforms. 
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Chapter 3 
Methodology 
Introduction 
 The close examination of the Reform Partnership Initiative (RPI) presented a unique and 
time-bound research challenge.  Chapter 3 provides a description of how the researcher 
employed a qualitative research methodology to address that challenge.  Through the systematic 
gathering, analysis, and synthesis of the perceptions of RPI participants, the researcher gained 
insights into the attributes of sustainable leadership so that future leaders can be empowered to 
fully sustain meaningful reforms.  
Restatement of the Problem 
There is a problem in American public school districts serving low-income and language-
minority students; many innovative school reforms are introduced, some are implemented, but 
few are sustained (Bean et al., 2015; Datnow, 2005; Fixsen et al., 2005; Hargreaves & Goodson, 
2006).  As a result, little is known about what teachers and leaders can do to sustain reforms that 
are truly meaningful for their schools and communities. This lack of understanding appears also 
to have a negative impact on the ability of school leaders to create continued improvement as 
well as increased instructional effectiveness over time.  This is evident in studies of CSR and 
Reading First (RF) initiatives that found mixed achievement results among participating 
populations and little or no significant increases in student achievement as a result of those 
reforms (Baker et al., 2011; Bean et al., 2015).  
The lack of understanding about how to sustain reform also wastes precious human and 
financial resources.  According to Bean, et al. (2015), RF was part of a congressionally approved 
initiative stemming from the passage of NCLB in 2001 that “provided an unprecedented 6 billion 
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dollars for state education agencies (SEAs) to award competitive grants to local education 
agencies (LEAs) with high levels of poverty” (p. 32).  When RF ended, despite the significant 
investment, Bean, et al. (2015) concluded that there were “mixed findings about the reform’s 
impact, with positive state-level reports and some disappointing findings at the national level”  
(p. 32).  
As stated in both chapters 1 and 2, schools have a moral purpose. Fullan (2001) defined 
this purpose as the “development of both social and intellectual capital” (p. 17). Given the 
critical need for schools to fulfill that purpose, the complexity of the change process, the lack of 
understanding about how to sustain reforms over time, and the limited research on the topic, a 
case study that closely examined the leadership factors contributing to and detracting from the 
sustainability of reform was needed. This case study focused on a large-scale, long-term 
comprehensive reform effort that was occurring within a large, urban school district that 
reflected many of the challenges facing similar districts across the nation. With the information 
provided by this case study, education leaders could maximize the impact of chosen reforms and 
create greater value for the children, families, and communities they serve.  
Restatement of the Research Questions 
The research questions that guided this study were: 
1. What did participants perceive the goals of the Reform Partnership Initiative to be?  
2. Who did participants in the Reform Partnership Initiative perceive as the leaders of 
the reform?  
3. Which reform elements did participants in the Reform Partnership Initiative perceive 
as sustained?   
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4. Which reform elements did participants in the Reform Partnership Initiative perceive 
as not sustained?   
5. What actions of reform leaders did the Reform Partnership Initiative participants 
perceive as having contributed to the sustainability of reform elements? 
6. What actions of reform leaders did the Reform Partnership Initiative participants 
perceive as having detracted from the sustainability of reform elements? 
7. How did the actions of reform leaders affect the Reform Partnership Initiative 
participants’ perceptions of themselves as leaders? 
Research Design and Procedures 
The researcher employed a case study methodology, which is a part of the family of 
descriptive education research. According to Yin (2014), case study is an appropriate method 
when the research questions ask how and why specific events or situations occur within a given 
context.  Through this study, the researcher sought to describe how the actions of the leaders 
during the RPI contributed to or limited the long-term sustainability of the reforms themselves. 
According to Creswell (2013), case study research is a qualitative approach in which the 
investigator explores a real-life, contemporary bounded system or systems over time through 
detailed, in-depth data collection that involves multiple sources of information (p. 97).  Further, 
case study research is a good approach when the inquirer has a clearly identifiable case with 
boundaries and seeks to provide an in-depth understanding of the case or several cases (p. 100).  
This particular case study is intrinsic, in that it focused on the case of the comprehensive school-
reform partnership as a program implemented by a specific organization (p. 100).  
Data were acquired through the use of individual interviews conducted with practitioners 
who participated in the implementation of the reforms during the partnership.  Field notes were 
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also collected and artifacts referred to by the interview participants were reviewed.  Using a 
holistic method of analysis, data were coded and theoretical themes related to the sustainability 
of reform identified.  These themes reveal specific information about factors contributing to the 
sustainability of the reforms.  They also provide a deeper understanding of the comprehensive 
reform partnership itself.  
Population and Sampling 
The population for this case study included the administrators and teachers in nine 
elementary schools who participated in the reform partnership. In addition, school coaches and 
program coordinators from WestEd were also included.  Representatives from the Ellis Center 
for Educational Excellence were excluded because the organization no longer existed. 
Purposive sampling was employed by the researcher to select representative 
administrators and teachers from CESD as well as staff from WestEd.  This was because the 
overall population was small and every effort was made by the researcher to include all of these 
people who participated in the partnership.  Purposive sampling was appropriate for this 
selection because the researcher applied the clear criteria for inclusion to select and describe the 
sample (Gay & Airasian, 2000, p. 138). 
Specific criteria for inclusion and exclusion in the sample included:  
• A minimum of 3 years of continuous employment or association with one of the 
partnership organizations between school years 2008-09 and 2013-14. 
• A minimum of 3 years of engagement with the partnership. 
• Ability to provide information about the details of the case. 
• Anyone who left one of the organizations to be employed by one of the others was 
excluded.  
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Rationale for Selection of Criteria 
The rationale for selecting the first two criteria for inclusion was to ensure that 
participants in the study had sufficient exposure to the reform initiatives that were being 
implemented throughout the partnership.  Three years reflects the amount of time that passed 
within the partnership before all of the components were implemented, therefore, study 
participants with three years of connection to the work were determined to have had a more 
complete opportunity to develop a perspective on the factors contributing to and detracting from 
the sustainability of the reforms.  The third criterion was selected because this study depended on 
the ability of study participants to provide detailed descriptions of their experiences related to the 
reforms implemented during the partnership.    
Sources of Information 
Data were acquired through the use of in-depth, individual interviews and the collection 
of field notes and artifacts.  Interview participants were selected using the population and 
sampling criteria referenced earlier.  Participants selected included: 
• 3 members of the WestEd staff who were partnership leaders and/or school-level 
coaches	  
• 3 principals	  
• 3 teachers - grades K-2 (Group a)	  
• 3 teachers – grades 3-5 (Group b)	  
• 3 teachers – grades 6-8 (Group c)	  
The questions used during the interviews were developed to elicit perception data aligned 
to the theoretical framework of sustainable leadership.  This theoretical framework builds upon 
the existing knowledge about reform implementation (Fixsen et al., 2005) and organizational 
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change (Kotter, 2012) referenced in chapter 2, by emphasizing seven principles that must guide 
leaders in their pursuit of meaningful and lasting change.   
As previously discussed, Fixsen, et al. (2005) asserted that the following phases are 
necessary for a reform to be fully effective: (a) exploration and adoption, (b) program 
installation, (c) initial implementation, (d) full operation, (e) innovation, and (f) sustainability    
(p. 15).  Similarly, Kotter (2012) identified an 8-step change model for creating major change:  
1. establishing a sense of urgency,  
2. creating the guiding coalition,  
3. developing a vision and strategy,  
4. communicating the change vision,  
5. empowering broad-based action,  
6. generating short-term wins,  
7. consolidating gains and producing more change, and  
8. anchoring new approaches in the culture. (p. 25) 
 In addition to the interviews and field notes, data were collected through a review of 
existing artifacts related to the study.  The analysis of documents is a commonly used data 
collection method in case study research (Hancock & Algozzine, 2011).  Among the relevant 
artifacts that were reviewed as part of this case study, classroom materials, lesson outlines and 
classroom whiteboards, as well as other resources that interview participants described as having 
had particular meaning to them during the partnership were included. 
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Instrumentation 
 As stated earlier, the proposed case study employed in-depth, individual interviews as the 
primary method of data collection.  Interview questions were written using a standardized open-
ended method that called for all participants to be asked the same questions, but allowed for the 
responses to vary among participants (Turner, 2010, p. 756).  The interview questions can be 
found in Appendix A. The use of these open-ended response questions allowed participants to 
describe their perceptions about the reform sustainability and leadership based on the 
experiences they lived as participants in RPI. In order to aid in their recall, interview participants 
were provided with the Classroom Observation Form, found in Appendix B.  They wee also 
given the table of Reform Elements Introduced during the RPI, which can be found in Appendix 
C. Table 3 references the interview questions and illustrates their correspondence with the 
research questions guiding the study.  
Table 3 
Research Questions and Corresponding Interview Questions 
Research Questions 
 
Interview Questions 
 
1. What did participants perceive the goals of the 
Reform Partnership Initiative to be?  
 
1, 2, 3 
2. Who did participants in the Reform Partnership 
Initiative perceive as the leaders of the reform?  
 
4, 5 
3. Which reform elements did participants in the 
Reform Partnership Initiative perceive as 
sustained?   
 
6c, 7c, 8c, 9c, 10c, 11c, 12c 
4. Which reform elements did participants in the 
Reform Partnership Initiative perceive as not 
sustained?  
6c, 7c, 8c, 9c, 10c, 11c, 12c 
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Table 3 (continued) 
Research Questions 
 
Interview Questions 
 
5. What actions of reform leaders did the Reform 
Partnership Initiative participants perceive as 
having contributed to the sustainability of 
reform elements? 
 
6a, 6b, 6d, 7a, 7b, 7d, 8a, 8b, 8d, 9a, 
9b, 9d, 10a, 10b, 10d, 11a, 11b, 11d, 
12a, 12b 
 
6. What actions of reform leaders did the Reform 
Partnership Initiative participants perceive as 
having detracted from the sustainability of 
reform elements? 
 
6a, 6b, 6e, 7a, 7b, 7e, 8a, 8b, 8e, 9a, 
9b, 9e, 10a, 10b, 10e, 11a, 11b, 11e, 
12a, 12b 
 
7. How did the actions of reform leaders affect the 
Reform Partnership Initiative participants’ 
perceptions of themselves as leaders? 
 
13 
 
Threats to Validity 
Gay and Airasian (2000) identified two main threats to validity of survey and interview 
data: observer bias and observer effects. To minimize these threats, enhance validity, and reduce 
bias, the researcher implemented the following steps as recommended by Gay and Airasian 
(2000) when engaged in the data collection process:   
• Include the largest possible sample in surveys and interviews 
• Independently gather and compare data from participant subgroups 
• Make a concerted effort to recognize the researcher’s own biases and preferences    
(p. 223). 
The researcher also employed a pre-testing procedure to validate the interview questions.  
This was done using a small group from the same or similar population to the one being studied 
(Gay & Airasian, 2000, p. 293).  By implementing this pre-testing procedure, the researcher was 
able to obtain essential feedback on the clarity and alignment of the questions.   
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The researcher employed bracketing to increase the validity of the study. Tufford and 
Newman (2010) described bracketing as a method that is used “to mitigate the deleterious effects 
of unacknowledged preconceptions related to the research and can thereby increase the rigor of a 
project” (p. 81).  In this case, the researcher employed the bracketing technique of engaging in 
outside interviews with a non-managerial colleague.  Such interviews conducted throughout the 
research process, “can increase the researcher’s clarity and engagement with participants by 
unearthing forgotten experiences; it can also protect researchers and participants in emotionally 
charged research topics, and develop the researchers capacity to understand the phenomena in 
question” (Tufford & Newman, 2010, p. 86).    
To further increase the validity of this study, the researcher employed member-checking 
procedures. Lincoln and Guba (1985) posited that member checking is the most critical 
technique for establishing credibility in qualitative research.  The positive aspects of member 
checking include: 
• The opportunity to understand and assess what the participant intended to do through 
his or her actions;	  
• The opportunity for participants to correct errors and challenge what are perceived as 
wrong interpretations;	  
• The opportunity to volunteer additional information which may be stimulated by the 
playing back process;	  
• Gets respondent on the record with his or her reports;	  
• Providing an opportunity to summarize preliminary findings; and	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• Providing respondents the opportunity to assess adequacy of data and preliminary 
results as well as to confirm particular aspects of the data.  (Robert Wood Johnson 
Foundation, 2016)	  
By employing member checking, the researcher tested the data, analytic categories, 
interpretations and conclusions obtained with members of the groups from which the original 
data were obtained prior to publication of the research findings.  
Data Collection Procedures 
Individual interviews were conducted to collect in-depth data not possible through a 
questionnaire (Gay & Airasian, 2000, p. 291). These individual interviews were conducted with 
administrators and teachers from CESD, as well as members of the consulting team from 
WestEd.  The questions were designed to be semi-structured, yet free flowing and open-ended.  
This allowed the researcher to clarify and extend comments from the interview subject (Gay & 
Airasian, 2000, p. 233).  The interviews were conducted with three principals, three staff 
members from WestEd, and 10 classroom teachers.  All interviews were conducted at a time and 
place that was convenient for the interview subject.  Interviews were recorded using an Apple 
iPhone 7 equipped with the TranscribeMe! application for data collection and transcription.  
Transcribed data were uploaded to an iMac computer equipped with the Atlas.ti application.  
Atlas.ti and Excel were used to facilitate coding and analysis of the data.   
In addition to the interview recordings, the interviewer collected field notes during the 
interview. The field notes were used to capture information that could not be captured in an 
audio recording such as non-verbal cues and environmental characteristics.  The researcher also 
gathered artifacts referenced by participants during the interviews.  These artifacts included 
lesson outlines, teaching materials and whiteboard agendas.     
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Data Analysis Procedures 
The researcher used Atlas.ti software to analyze the data from this embedded, 
explanatory, single-case study.  Atlas.ti applied a multi-step process similar to the one suggested 
by Roberts (2010) in which the researcher moves “from a holistic perspective to individual parts 
and back to a holistic view of the data” (p. 159).  The initial phase of analysis examined the data 
to identify themes.  Saldaña (2013) defined themes as, “that which describes behavior within a 
culture or explains why something happens” (p. 267).  Saldaña asserted that theming the data is 
appropriate for virtually all qualitative studies, especially for those “exploring a participant’s 
psychological world of beliefs, constructs, identity development, and emotional experiences” (p. 
267).  Identification of themes is essential given the focus of this case study’s research questions 
on the constructs, personal experiences, and beliefs of those who participated in the school 
reforms.   
The next phase of analysis was to apply values codes to the data.  According to Saldaña 
(2013), values coding is appropriate for virtually all qualitative studies, “but particularly for 
those that explore intrapersonal and interpersonal participant experiences and actions in case 
studies” (p. 268).  This step was highly valuable for determining which data revealed specific 
information related to the study participants’ beliefs as required by research questions 3 and 4.  
The third phase of analysis used pattern matching logic which Yin (2014) referred to as 
“one of the most desirable techniques for case study analysis” (p. 143).  According to Yin, if the 
empirical and predicted patterns within a case study appear to be similar, the results can help 
strengthen the internal validity of that study (2014, p.143).  Using pattern-matching logic, the 
researcher compared the patterns that emerged from the themes and values coding steps to those 
patterns that were predicted prior to the collection of the data.  The final phase of analysis 
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entailed reporting the data in both table and narrative form.  Using a holistic method of analysis, 
data were coded and theoretical themes identified. The data were categorized and coded 
according to their alignment with the emerging theoretical framework for the study and research 
questions. 
Summary of Data Sources and Analysis Procedures 
 Table 4 delineates the sources of data and analysis procedures for each research question. 
Table 4 
Research Questions, Data Sources, and Analysis Procedures 
 
Research Questions 
 
Data Sources Analysis Procedures 
1. What did participants perceive the goals of 
the Reform Partnership Initiative to be? 
In-depth Interview 
Feld Notes 
Artifact Review 
 
Theme identification 
Response coding 
Pattern matching 
2. Who did participants in the Reform 
Partnership Initiative perceive as the 
leaders of the reform? 
In-depth Interview 
Feld Notes 
Artifact Review  
 
Theme identification 
Response coding 
Pattern matching 
3. Which reform elements did participants in 
the Reform Partnership Initiative perceive 
as sustained?   
In-depth Interview 
Field Notes 
Artifact Review 
 
Theme identification 
Response coding 
Pattern matching 
4. Which reform elements did participants in 
the Reform Partnership Initiative perceive 
as not sustained? 
In-depth Interview 
Feld Notes 
Artifact Review 
 
Theme identification 
Response coding 
Pattern matching 
5. What actions of reform leaders did the 
Reform Partnership Initiative participants 
perceive as having contributed to the 
sustainability of reform elements? 
 
In-depth Interview 
Feld Notes 
Artifact Review 
Theme identification 
Response coding 
Pattern matching 
6. What actions of reform leaders did the 
Reform Partnership Initiative participants 
perceive as having detracted from the 
sustainability of reform elements? 
 
In-depth Interview 
Feld Notes 
Artifact Review 
Theme identification 
Response coding 
Pattern matching 
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Table 4 (continued) 
 
 
Research Questions 
 
Data Sources Analysis Procedures 
7. How did the actions of reform leaders affect 
the Reform Partnership Initiative participants’ 
perceptions of themselves as leaders? 
 
In-depth Interview 
Feld Notes 
Artifact Review 
Theme identification 
Response coding 
Pattern matching 
 
Reporting the Data 
 Data from this embedded, explanatory, single-case study will be reported in narrative 
form.  According to Yin (2014), “exposure to a cogent, and compelling single-case study can 
raise awareness, provide insight, or even suggest solutions to a given situation” (p. 182). The text 
will be augmented, as Yin suggested, using tables to effectively communicate the details, inquiry 
process, and results of the study in a manner that is both accessible and useful.   
Summary 
 Chapter 3 describes how the researcher undertook the unique and time-bound challenge 
of closely examining RPI to gain insights about sustainability leadership through the careful use 
of a qualitative research methodology.  In-depth interviews were the ideal qualitative tool for the 
researcher to use to engage with RPI participants and gather their perceptions on reform 
sustainability and leadership.  Through these interviews, using carefully crafted questions, the 
researcher allowed each case study participant to provide their own thick descriptions of their 
experiences.  Upon conclusion of the interviews, the researcher used contemporary, 
technologically enhanced tools to develop meaningful insights about sustainability leadership 
that have implications for current and future education leaders.    
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Chapter 4 
Findings and Results 
Introduction 
 Conducting one-on-one interviews, writing field notes and reviewing artifacts with 
educators who had been participants in the Reform Partnership Initiative was both a profoundly 
important and formidable research task.  Chapter 4 provides information about the educators who 
participated in the study, a review of the research questions, and a presentation of the interview 
questions and the participants’ responses.  Chapter 4 also provides the themes that emerged from 
the analysis and holistic coding process.   
Participant Demographics 
 Sixteen individuals participated in the study.  All participants met the selection criteria 
for participation.  All participants had been actively engaged with the district or with WestEd 
since at least 2008. As shown in Table 5, the partnership included four teachers working in 
kindergarten through second grade, three teachers working in grades three through five and three 
teachers working in grades six through eight.  The study also included three principals and three 
members of the WestEd staff. 
 Demographic criteria beyond those discussed earlier were not used to select participants 
for the study.  It is notable that after applying those criteria, the group of study participants 
ultimately included ten females (62%) and six males (38%).  Among the teachers in the study, 
eight were female (80%) and two were male (20%).  This made the group of teachers 
participating in the study demographically similar in terms of gender to the overall population of 
teachers who were eligible to participate, which included 68 females (86%) and 11 males (14%).  
The members of the district staff represented seven of the district’s nine schools.     
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Upon scheduling each interview, the researcher provided information electronically to the 
participants to describe how the study had been validated and approved by the Institutional 
Review Board (IRB) at Northern Arizona University.  The certification of this approval that was 
shared with participants can be found in Appendix D.  The researcher also provided study 
participant with the informed consent form, found in Appendix E.  At the beginning of each 
interview the researcher provided each participant with a description of the study and an 
opportunity to review the IRB certification and informed consent form.  The researcher also 
reminded all participants that they could withdraw from the study at any time.  After the 
researcher reviewed all of the elements related to the approval of the study, the researcher 
obtained signatures of consent from each participant.    
To open each interview, all participants were given the opportunity to describe their role 
during the partnership.  Participants offered various pieces of information regarding their roles.  
As illustrated in Table 5, beyond gender, two important demographic themes began to emerge 
from the descriptions that the participants shared.  The first was that several participants began 
their role just as the RPI was beginning.  In all, four participants (25%) expressed that the first 
year of RPI was their first year in the role that they held.  This included two of the three 
principals, as well as one of the WestEd staff members and one of the teachers.  The second 
theme was that several participants’ roles had changed during RPI.  In all, five of the study 
participants (31%) reported such changes.  This included one WestEd staff member, two of the 
K-2 teachers, one 3-5 teacher and one 6-8 teacher.  The role changes described included taking 
on additional leadership responsibilities, changing grade levels and moving from one school to 
another within the district. 
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Table 5 
Participant Demographics 
Participant 
Group 
# 
Members # Female # Male 
# Beginning 
RPI Year 1 
 
# Changing 
Roles 
 
WestEd 3 1 2 1 1 
Principals 3 1 2 2 0 
Teachers K-2 (Group a) 
 4 4 0 0 2 
Teachers 3-5 (Group b) 
 3 3 0 1 1 
Teachers 6-8 (Group c) 
 3 1 2 0 1 
Total # (percent) 16 10 (62%) 6 (38%) 4 (25%) 5 (19%) 
 
Data Collected 
 To complete this study, the researcher conducted 16 one-on-one interviews that produced 
nearly 20 hours of audio recording and 250 pages of interview transcripts.  The researcher also 
gathered nearly 120 pages of field notes, as well as a variety of different artifacts that were 
referenced by participants during the interviews.  The artifacts included classroom postings, 
training materials and written documents.     
The Role of Field Notes and Artifacts 
 Field notes and artifacts proved to be an invaluable part of the research process.  The 
researcher reviewed both field notes and artifacts while simultaneously reviewing the transcribed 
interviews.  The researcher used the field notes to collect observations about the physical 
responses of the participants throughout the questioning process.  Such observations included 
notes about changes in the participants’ body language, or emotional state as the interviews 
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progressed.  The field notes also provided a place for the researcher to begin noting possible 
emergent themes while the interviewees were sharing their responses.  These emergent themes 
became the foundation for later coding and analysis.   
 The researcher used the artifacts to validate participants’ perceptions, particularly in 
responses to interview questions 6c, 7c, 8c, 9c, 10c, 11c, and 12c.  When asked to describe 
whether or not a practice was evident participants would occasionally highlight an artifact.  In 
most cases, the researcher photographed those artifacts for later review.  Collected artifacts 
included photographs as classroom whiteboards, posters, and books.  In one case, a teacher 
provided a binder of materials that she collected during trainings and used during planning.  In 
all cases, the artifacts were things that were very practical and useful.  One principal shared a 
tattered page of notes that the principal created to assist with observations.  
Research Question 1 Findings (IQ1, IQ2, IQ3) 
What did participants perceive the goals of the Reform Partnership Initiative to be?   
Interview questions 1, 2, and 3 were used to answer research question 1 in order to determine 
what the participants perceived as the goals of the RPI.  These three questions were used to 
deeply probe the participants’ perceptions about the goals by not only asking them to describe 
the goals, but also asking them to describe their perceptions of the partnership’s effectiveness at 
achieving the goals, and by asking them to describe evidence that supported their perception.  
The first interview question (IQ1) asked, what were the goals of the partnership from your point 
of view?  As shown in Table 6, from among the 16 participants, 5 common themes emerged.  
Those themes were, improving school systems, improving student achievement, fostering adult 
learning, and addressing external mandates and unclear. 
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Improving curriculum, instruction, and assessment systems. WestEd staff, principals, 
and teachers all expressed statements indicating that they perceived the goals to be related to 
improving the systemic elements of curriculum, instruction and assessment within the schools. 
IPW2 explained, “So, that was the ultimate call at the beginning, really, to get an instructional 
program that was solid, to get a curriculum program that was solid, and an assessment program.”  
Teachers concurred.  IPTa4 said, “I think the partnership was just to improve instruction. To give 
teachers kind of a framework of if you do these certain things, your instruction will be better.”  
Another teacher, in explaining her perception, linked high expectations with the role those 
expectations have in shaping school systems.  IPTb2 said, “The high expectations of teachers and 
their leaders I think was the biggest goal, I also think their goal was to teach teachers how to be 
the best that they could in the classroom.”  
Fostering adult learning.  In addition to improving curriculum, instruction and 
assessment systems, both WestEd staff and Principals perceived that goals were related to adult 
learning.  Specifically, a focus on adult learning that would support building a model for 
comprehensive improvement in a school district.  IPW1 explained, “The mission for the 
foundation was to really learn about how to improve a school district comprehensively.”  IPP2 
expanded on this idea, saying, “They wanted to really help kids in an environment like ours. And 
they wanted to see if it could be done, they felt that it could be done, and they wanted to prove 
that.”  
Improving student achievement. Notably, no teachers indicated that they perceived 
improving student achievement to be an explicit goal of the partnership.  Though one teacher 
acknowledged the link between improving instruction and improving test scores.  IPTb1 stated, 
“The goal of the partnership was to improve—well, that's my opinion—it was like, test scores, I 
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think, and to improve classroom instruction and that's improving our test scores and 
achievement.” 
Conversely, WestEd staff and principals shared the perception that the goals of the RPI 
were to improve student achievement. IPW3 stated, “The ultimate goal was to ensure that all 
students increase their learning. There was a sense of equity and achievement in the district, and 
that teachers began to use practices that were proven to improve learning.” IPW1 concurred, 
stating,  
The goals were to close the achievement gap within the school district. That was 
primarily the first goal that we went into it with. What underperforming school district 
can we work with to help close the achievement gap, and when can get some tangible 
results?   
Principals stated their perceptions very directly.  IPP3 said, “So for me, the goal, the 
bottom line, was to get our achievement up.”  While IPP1 simply stated, “To increase student 
achievement.”   
Addressing external mandates. WestEd staff and teachers shared the perception that 
addressing external school accountability mandates was also goal of the RPI.  Four of the ten 
teachers indicated that addressing external mandates was the primary goal of the RPI.  IPTa1 
explained, “The way I understand it, the reason why we entered into the partnership is because 
that was our corrective action, that the district needed something to avoid a takeover from the 
state because of poor test scores.”  IPTb3 said,  
(The goal) to me, I guess, was to get us out of the slump that we were in which was, I 
believe we were a failing school or district and they wanted to get us out of that status. So 
we didn't want to be an F or a D, we needed to get out of that. 
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In contrast to the teachers who viewed addressing external mandates as the primary goal, 
WestEd staff saw that as a secondary goal.  IPW1 expressed the difference by stating, “In the 
first year of the project, the goal changed a little bit due to AZLEARNS and then the trigger of 
the law where the school district was almost taken over by the state.”   
Unclear.  Some teachers and WestEd staff members shared the perception the goals of 
the RPI were unclear.  IPW2 stated, “The underlying goal was to make the district a better place 
for kids. When we started the program, it really worked on curriculum assessment and 
instruction, and it should have stayed there.”  IPW2 further elaborated,  
We should have stayed with those three programs for three years and then measured the 
success, or even if we would've mapped out the goal or the plan that would have all 
changed because that always changes. We did too much the second and third year is 
really what the problem was…and then they didn't connect…they didn't blend like they 
should have. 
IPTc3 also expressed the perception that the goals were unclear, and said,  
I don't know. I wasn't really aware of what was being accomplished, because I'm a 
second-language learner myself, and I speak also a third language and so it was very 
difficult for me to teach in a very abstract manner to students who didn't really even have 
the grasp of the language. So it was very complicated, so I really don't understand what 
was their goal, their intention. 
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Table 6 
RQ1: Goals of Partnership (IQ1)  
1. What were the goals of the partnership from your point of view?	  
 
Group Common Themes 
WestEd	   1.  Improving school systems 
2.  Improving student achievement 
3.  Unclear 
 
Principals	   1.  Improving student achievement 
2.  Improving school systems	  
 
Teachers K-2 (Group a)	   1.  Improving school systems 
2.  Fostering adult learning 
3.  Addressing external mandates	  
 
Teachers 3-5 (Group b)	   1.  Addressing external mandates 
2.  Fostering adult learning	  
 
Teachers 6-8 (Group c) 1.  Addressing external mandates 
2.  Fostering adult learning 
3.  Unclear	  
 
Overall Summary IQ1 #	  
 
1.  Improving school systems 
 
3 
2.  Fostering adult learning 
 
3 
3.  Addressing external mandates 
 
3 
4.  Improving student achievement	  
 
2 
5.  Unclear	  
 
2 
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The second interview question (IQ2) prompted, describe your overall perception of the 
effectiveness of the partnership at achieving those goals.  Only IPW3 characterized the RPI as 
both extremely effective and very successful.  
Well I guess I'm probably biased, but I think that we were-- that the partnership was 
extremely effective. The school district-- the schools improved their ratings at the state. 
Students at all levels were scoring better. I watched teachers change their teaching habits. 
I watched administrators change their habits as well to focus on equity of achievement. 
So I would call the partnership very successful.  
The researcher reviewed the other participants’ responses and found four themes reflecting 
shared perceptions.  As stated in Table 7, these themes were, effective overall, effective content 
but ineffective delivery, initially effective but waning over time, and ineffective.  
Effective overall.  The majority of responses, including those from teachers, principals 
and WestEd staff indicated that participants perceived the partnership as effective overall.  IPTc1 
captured the sentiment shared by many of the participating teachers in stating, “I think that they 
reached the goal they set because my school was in a bad position and we did move up on the 
scale that was set for us.”  IPP1 described one dimension of the partnership’s perceived success 
by stating,  “I thought the partnership was effective at helping to put systems in place to raise 
student achievement.”  IPW3 reflected, “We met those goals at the school where I was a coach.” 
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Effective content but ineffective delivery.  Among principals and teachers who 
perceived the partnership as effective, some felt that while the content was effective, the manner 
of communicating with staff was not.  IPTc1 explained the difference this way,  
So I think the program, the ideas that they brought, they worked. I'm not so convinced 
that the way that they were implemented was as effective as they thought. But in the end, 
we got what we needed to get from them. 
IPTb3 also spoke about the difference between content and delivery and stated,  
Yeah. There are a lot of-- there are people that came in that did our in services and our 
PDs who were very knowledgeable and they had a lot of good ideas for us. Yeah, I think 
it was effective to a certain point. But it was also scary, too.  
IPTa1 elaborated, 
I really feel like a lot of the strategies, a lot of the philosophies, a lot of the ideas that they 
had were good teaching. It was going to evolve into good teaching for everyone. 
However, the delivery of most of the participants from them, the delivery was very 
unprofessional, I thought, and in a word condescending. So it's difficult to take good 
information when it is given to you in such a way that you don't feel like the person 
giving it to you respects you or thinks that you know what you're doing. 
IPP3 expanded on the difference by content and delivery, and emphasized the delivery methods 
before acknowledging the benefit of the content.  IPP3 also used admitted to being less receptive 
as a result.   
Okay, so my thing was they came with this strategy that they had. Well, they also came 
with a terrible approach originally. They came in and said, ‘This is what we're doing. 
This is it. Wham. Thank you and we're very hard delivery.’ There was no discussion, no 
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teacher involvement, no making teachers aware of the why. They never established the 
why other than to say academic achievement.  This is why we're here. Your district is 
going to go to into improvement. We'll monitor this. So that didn't make sense. There 
were a lot of teachers with questions about that. That bothered me and it bothered me 
with my core principles and so I wasn't willing to be as receptive as I probably could 
have-- well, undoubtedly as I could have been, and I chose to be resistant on beliefs that I 
had about what we were doing. I don't believe what we were doing was so bad. I learned 
a lot of stuff from WestEd, and a lot of it was really, really good stuff. I did not like their 
delivery, but what they contained—the information they had—was good. 
Initially effective but waned over time.  The researcher also found some teachers and 
principals shared the perception that the partnership was effective but initially waned over time.  
IPP2 explained,  
Yeah. I think that the goals were accomplished, as far as professional development for 
staff—and staff includes the teachers, the admin, the district office—I think that the goals 
were met, but that they crumbled away behind us as we lost personnel, or as we—in some 
cases they crumbled away behind us. You know I think that we lost some of the edge. I 
think we lost the whole idea of setting rubrics for ourselves. I don't know if lost is the 
right word, because I'm kind of glad that we're not operating that way, but I also saw—I 
saw the effectiveness of it. You know, set, hard, and fast, concrete targets, and hold 
ourselves accountable to those. And we don't do that anymore. We kind of softened up on 
ourselves. Once they left we thought, ‘well let's—let’s stop beating ourselves with this.’ 
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IPP2 elaborated on the differing perceptions among the partnership’s long-term participants.   
And we—some of us—felt like we were being beaten. Some of us felt like we were 
beating ourselves. And other people were okay with it. Other people were like, ‘you 
know, you can come out of that rock polisher whenever you're polished. You can come 
right out, you know. You don't have to stay in the rock polisher, but if you're resistant to 
being polished you have to stay in.’ 
IPTa4 also spoke about the change in effectiveness over time, highlighting the personal, 
emotional changes that participants experienced during the RPI as well as the sense of 
compliance that emerged over time.  IPTa4 also indicated awareness of a key difference between 
compliant teaching and the kind of teaching that creates full engagement and learning.   
I go back and forth sometimes because for me, it taught me a lot of things to do in my 
room, things that I would have never known of before. People in my room, a lot of times 
I learned a lot from their feedback and what I could do, what I shouldn't do, how to 
improve things. But I think from people around me, they were turned away from so many 
people in the rooms and it became negative. As it went further, it turned into more of a 
show. Like we knew when they were coming so we knew we had to be on point when 
they were coming. We knew what they were looking for. We knew what we had to 
repeat. We knew what we had to say so it turned into more of a robotic thing. State your 
objective, make sure it's on the wall, make sure I do, you do. So it was us hitting the 
CT4S list in our heads while we knew they were hitting it on their clipboards. Where 
were they at? This is what I should be doing instead of just full-on engagement and 
learning. When it started, it was really great. And I was like, ‘Oh, we can do all these 
great things.’ And then as it got further, it just took a negative turn. 
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Ineffective overall.  The researcher also found that an infrequently expressed but present 
perception was that the partnership was ineffective overall.  Teachers of grades 6 through 8 were 
the only study participants to express that perception.  IPTc2 explained,  
At our school, I didn't think it was very effective at all. And actually, I believe, in that 
first year, we went down.  And, I mean, it might have helped some, but I don't think it 
helped as many kids as they wanted to.   
IPTc3 shared a similar perception and expressed,  
I don't think it was really effective even though I'm assuming that there was growth. But I 
don't know if it was truly effective because the following year it seemed like once they 
moved kind of out of the picture, we didn't continue to implement it heavily as it was 
when they were in the picture. 
Table 7 
RQ1: Effectiveness of Partnership Achieving Goals (IQ2)  
2. Describe your overall perception of the effectiveness of the partnership at achieving those 
goals.	  
 
Group Common Themes 
WestEd	   1.  Extremely effective overall 
2.  Effective overall	  
 
Principals	   1.  Effective overall 
2.  Effective content but ineffective delivery 
3.  Initially effective but waned over time 
Teachers K-2 (Group a)	   1.  Effective content but ineffective delivery 
2.  Effective overall 
3.  Ineffective overall	  
 
Teachers 3-5 (Group b)	   1.  Initially effective but waned over time 
2.  Effective content but ineffective delivery 
3.  Unsure  
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Table 7 (continued) 
 
Group Common Themes 
Teachers 6-8 (Group c)	   1.  Ineffective overall 
2.  Effective overall 
 
Overall Summary IQ2	  
 
# 
1.  Effective overall 
 
4 
2.  Effective content but ineffective delivery 
 
3 
3.  Initially effective but waned over time  
 
2 
4.  Ineffective overall  
 
2 
 
 As stated earlier, research question 1 related to participants’ perceptions about the goals 
of the Reform Partnership Initiative. The third interview question (IQ3) asked participants, what 
observations or evidence supports this perception?  The researcher classified the sources of 
evidence that were commonly described by participants from all groups into two categories, 
evidence of effectiveness, and evidence of waning effectiveness or ineffectiveness.  The 
researcher found four themes among the evidence of effectiveness that the participants described.  
As itemized in Table 8, those themes were improved accountability labels and test scores, ability 
to implement useful practices, ability to communicate about effective instruction, and student 
preparedness for the next grade level.  The researcher found two themes among the evidence of 
waning effectiveness or ineffectiveness.  Those themes were unhelpful coaching experiences and 
lack of student preparedness for the next grade level.     
Evidence of effectiveness.   
Improved accountability labels and test scores.  WestEd staff members tended to 
describe different evidence of effectiveness than principals and teachers, frequently citing 
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changes in school labels and increased assessment scores as the evidence of the effectiveness of 
the RPI.  IPW4 stated, “The school district—the schools improved their ratings at the state.” 
IPW4 also stated, “Students at all levels were scoring better.”  IPW1 expanded on this to cite 
some of the things that did not happen but could of as a result of the district’s failing label, had 
the partnership not been able to impact the school and district labels.   
I think the effectiveness of what we wanted to accomplish was to un-trigger the state law 
so the district didn't have a state takeover, which would have meant we lost the 
superintendent, you lose the governing board, you lose local control. Who knows what 
would have happened to the principals? We wanted to preserve everything that was there. 
So through our advocacy with the state, and having us be the intervention, within a year, I 
think, we got away from the district takeover because we un-triggered the law because 
school labels changed. 
Ability to implement useful practices.  Teachers frequently cited their own ability to use 
teaching practices as evidence of the effectiveness of the RPI.  IPTb1 stated, “I know that my 
practice improved from the trainings that I received, as far as instruction. So in that way I think  
there's been improvement.”  IPTb2 expressed the impact of the expectation to implement specific 
practices.  
I feel like the grip got pretty tight on teachers as far as what you were doing and how you 
were doing it, which held teachers accountable, and I think that at some points, that's a 
really good thing, and I think teachers need that, I think for different reasons. So I think it 
did help teachers that were doing well to want to work harder and I think it helped 
teachers here to also work harder, and I think it helped some of those lower teachers that 
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were having a harder time want to disappear because it was too much for them, so 
sometimes that can be a good thing as well. 
Ability to communicate about effective instruction.  Both principals and teachers 
referred to the ability to communicate about effective instruction through the use of common 
descriptors and common coaching methods as evidence of the effectiveness of the RPI.  IPP1 
explained, “I would say having a system in place for observing, that common language for 
instructional practices, what we were looking for in the classroom as far as those instructional 
practices.”  IPP1 elaborated, “really having an understanding of what we were teaching and how 
we assessed-- monitor student progress towards making growth, towards meeting the standards.”  
IPP2 spoke about the coaching practices that principals were trained in during the RPI.   
I use a lot of what I learned from the Coach For Success, the model, the reinforcement of 
the positives that are happening, and stating evidence from the observation and citing that 
evidence and refining one to maybe two things with some follow-up. 
One of the teachers captured the impact of this common language on both teachers and students.  
IPTb2 shared,  
I thought it was great to have principals in their classrooms, seeing teachers and actually 
having observations, I think it was good, because the kids saw, also, the principal, or the 
people on campus that they didn't know who they were. And then it helps the teachers 
know whether they're doing good or bad things, what they can work on, and what they 
are doing well. 
Student preparedness for the next grade level.  The researcher found that teachers 
exclusively expressed that evidence for the effectiveness of RPI could be found in the level of 
students’ preparation for the next grade level.  IPTa3 measured student preparation in terms of 
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her colleagues’ perceptions stating, “The students were prepared. I was prepared, and I will—I 
mean, as I said, the only way you know that you are doing your job is when the teacher ahead is 
telling you you're doing a good job.” 
Teachers who felt that the partnership was initially effective but that the effectiveness 
waned over time, as well as teachers who felt that the partnership was ineffective overall also 
shared sources of evidence to explain their perceptions.  The sources of evidence cited were 
unhelpful coaching experience and lack of student preparedness for the next grade level. 
Evidence of waning effectiveness or ineffectiveness. 
Unhelpful coaching experiences.  As mentioned previously, teacher coaching was part 
of the RPI.  Participants in the coaching did not always describe it as helpful.  IPTa1described 
such experiences by sharing, 
It happened multiple times and it wasn't just with me because, of course, we talk amongst 
ourselves. It wasn't just me but what they would do is they would come in with their 
clipboards and all of them, go to the back and script and everything and then they would 
pull you out for a mini-coaching session outside the door when your students are still in 
the classroom. And it was the manner that—not just one of them, but several of them had 
a conversation. It wasn't like, ‘We're here to coach you,’ or ‘We're here to see how we 
can help you.’ It's, ‘This is what you're doing wrong.’ 
IPTa1 revisited the topic of unhelpful coaching experiences later in the interview by recalling 
some of the phrases that were frequently used during the coaching sessions.   
And so the things that were on the CT4S I thought were good and I thought that they 
were fair and they would end up with good teaching but it was let me tell you-- it was the 
whole thing about, ‘How do you think that went? What do you think you could do 
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better?’ And I was at the point—I was an older teacher then—I wanted to say, ‘Why don't 
you just tell me? Why are we doing this’" And then it would be like, ‘No,’ you know, in a 
condescending way. 
Lack of student preparedness for the next grade level.  Just as student preparedness was 
cited as evidence of the effectiveness of the RPI, so too was it cited as evidence of 
ineffectiveness.  The researcher found that in contrast to the teacher who measured student 
preparedness in the perceptions of colleagues, IPTc2 measured student preparation based on that 
teacher’s own perception of students’ classroom experiences.  
Just the fact, seeing what the kids are doing, and the way they would act, and how it 
didn't really change how they felt about education or anything. And you just saw one 
would seem to be more hesitant about wanting to come to school, it felt like. They didn't 
enjoy it. I think it took away a lot of the fun out of learning for kids. 
When prompted by the researcher to elaborate on this perception, IPTc2 shared conversations 
with students in which they would describe their experiences after leaving the elementary school 
and going on to high school.   
Well, it's the ones that would come back and they'd say, ‘All that stuff you had us do, it’s 
not like that at all in high school.’ And so I was like, ‘There’s not much I can do about it.’ 
And I just told them, ‘Well, that's what we had to do.’ And they'd be able to do different 
things back at (their high school) or whatever, and they all had different experiences in 
high school, and they all said to a T, would say, ‘You know, that didn't help us any. We 
didn't do any of that stuff there.’ They go, ‘They expect us to know how to put this all 
together on our own.’ And they were so used to that crutch that they were almost blaming 
me for not getting them ready. And that felt kind of rough. 
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Table 8 
 
RQ1: Observations/Evidence Supporting Achieving Partnership Goals (IQ3)  
3. What observations or evidence supports this perception? 
Group Common Themes 
 
WestEd 1.  Improved school accountability labels 
2.  Improved state assessment scores  
3.  Principals and teachers were able to implement useful practices  
4.  Staffing infrastructure was developed and in place  
 
Principals 1.  A shared understanding of effective instruction was developed  
2.  Ability to communicate about effective instruction  
3.  A shared understanding of what to teach and how to assess 
 
Teachers K-2 (Group a) 1.  Ability to implement useful practices 
2.  Student preparedness for next grade level 
3.  Ability to communicate about effective instruction  
4.  Unhelpful experiences with coaching 
 
Teachers 3-5 (Group b) 1.  Ability to implement useful practices 
2.  Professional development experiences 
3.  Unhelpful experiences with coaching  
 
Teachers 6-8 (Group c) 1.  Ability to implement useful practices  (effective) 
2.  Student preparedness for next grade level (ineffective) 
3.  Use of practices diminished over time (ineffective) 
 
Overall Summary IQ3	  
 
# 
Evidence of effectiveness	  
 
 
1.  Ability to implement useful practices  
 
4 
2.  Ability to communicate about effective instruction 
 
2 
3.  Student preparedness for next grade level 
  
1 
Evidence of waning effectiveness or ineffectiveness 	  
 
 
1.  Unhelpful coaching experiences 
 
2 
2.  Lack of student preparedness for next grade level 1 
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Research Question 1 Summary of Findings 
Study participants perceived the goals of the RPI differently depending on their role in 
the reform.  The researcher found that the overall goals of the RPI were perceived to be 
improving curriculum, instruction and assessment systems, fostering adult learning, improving 
student achievement and addressing external mandates.  WestEd staff and principals shared the 
viewed that the goals of the RPI were to improve curriculum, instruction and assessment 
systems, while teachers primarily viewed the goals as fostering adult learning and addressing 
external mandates. 
In summary, despite the variety of perceived goals, the majority of participants did 
perceive that the goals they identified were achieved.  However, some participants noted that 
while the goals were achieved, the methods, referred to by participants as “delivery”, were 
ineffective.  Participants cited multiple sources of evidence to support their conclusions about the 
goals of the RPI.  This evidence included improved accountability labels and test scores, their 
own ability to implement useful practices and their own perceptions about student preparation 
for the next grade level.   
Research Question 2 Findings (IQ4, IQ5) 
Who did participants in the Reform Partnership Initiative perceive as the leaders of the 
reform?  Interview questions 4 and 5 were used to address research question 2 by both asking 
participants directly who they perceived their leaders to be, and by asking participants to 
describe why they viewed that person as their leader.  Interview question four (IQ4) asked, who 
did you identify as your leader(s) during the partnership?  As with research question 1, which 
related to the perceived goals of the RPI, responses to interview questions 4 and 5 revealed that 
individuals with different roles perceived their leaders differently.   
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As revealed in Table 9, the researcher found that WestEd staff perceived themselves and 
others within the organization as their leaders.  However, they also identified a number of district 
roles as well as the site principals as their leaders.  This included a combination of supervisory 
and non-supervisory roles. Site principals tended to identify their WestEd coaches and the 
assistant superintendent as their leaders during the reform.  None of the principals identified their 
immediate supervisor or evaluator as their leader.  Teachers consistently identified their 
principals as their leader except in the case of one site whose principal became terminally ill 
during the partnership and was replaced by an interim principal. In that case, teachers identified 
the site instructional coach as the leader during the partnership.   
 Site principal as leader.  Teachers responded consistent when asked about who their 
leader was during the partnership.  IPTc2 stated, “Well, definitely the principal, (the principal) 
was definitely our leader there.  IPTb2 also stated, “Definitely my principal was a main leader.” 
Others (IPTa1, IPTb3) simply referred to their principals by name.   
WestEd Staff also indicated that they looked to the principals as leaders, IPW3 stated, 
“(name) was my immediate supervisor in WestEd and so I was very much accountable to 
(name). In a different way, however, my work was accountable to the district, to the principals 
with whom I work.” 
Site instructional coach as leader.  Among teachers, site instructional coaches were 
perceived as playing a pivotal leadership role, not only at the school where the principal had 
become terminally ill, but at other schools as well.  IPTa2 described the leadership role of the 
instructional coach, 
She would come into my classroom, and all of our classrooms, all the time. And she 
would actually take over sometimes. She would say, "Can I stop you for a second? Can I 
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try something?" And then she would be the teacher and you would be the learner along 
with your students. Now, I was comfortable with that because I was an new teacher. And 
so, for me, it was like, "Yes, please. I want to learn. I want to grow. Teach me. If I'm 
doing it wrong, or if I'm not being effective, by all means, please go to the front of the 
class and do it. 
IPTa3 also spoke about the leadership of the instructional coach,  
One of the things that I remember is the different coaches that we had, and they give 
different advices how they would do it. I mean, I applied those advices.  And yes, it 
helped me. It helped me a lot. 
WestEd coach as leader.  The researcher found that principals often identified their 
WestEd coaches as leaders.  IPP1 expressed the leadership role of the WestEd coach.   
I would probably say the person I looked to the most would be the assigned West Ed 
coach that I had throughout the partnership. And I had several different coaches 
throughout. But I felt like whoever that individual was at the time, they were the ones that 
checked and kind of held me accountable for making sure I was doing the different 
components and things that we were-- we had agreed upon. 
The researcher also found that teachers as well recognized the leadership role of the site WestEd 
coaches.  IPTb2 stated,  
I also identified the leaders, the biggest leaders as the actual people that we were partners 
with. When I went to meetings and I listened to (name) talk about math, (name) was my 
leader, because I believed in what (name) said and the philosophies that (name) said on 
how to teach the practice. 
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WestEd project director or executive as leader.  In addition to site coaches from 
WestEd, principals also identified WestEd project directors as leaders.  IPP2 perceived that the 
leaders changed depending on the event stating,  
There were times where I felt like it was (WestEd Project Director) it kind of depended 
on who I was meeting with about what we were doing, and debriefing, or talking about 
upcoming plans. It could have been (WestEd Project Director), could have been (WestEd 
Coach).  I had three different coaches over the time that we were working with coaches. 
One of those coaches I had twice. 
Among WestEd staff, it was clear that project directors and executives had critical 
leadership roles and were looked to as leaders.  IPTW1 characterized the leadership of one of the 
project directors as hands off. 
(One of the Project Directors) was kind of hands-off. (the Project Director) didn't get 
involved unless something went wrong. Or if there was—(the Project Director) was kind 
of over-- if there was anything important came up with the board or the foundation, (the 
Project Director) would get involved. But (the Project Director) delegated a lot of that to 
us. But (the Project Director) definitely was a presence. You had to be accountable to (the 
Project Director). (The Project Director) was like no surprises. 
In addition to project directors, IPW1 also referenced the role of other executives in providing 
leadership to the RPI.   
The other leader within WestEd I would say who always wanted to know the pulse of the 
work was our CEO. I mean I definitely had to report to the CEO, I had to report to the 
board and the program council. 
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Assistant superintendent as leader.  While district administrators were infrequently 
identified as leaders, one who was more often identified as having a leadership role within RPI 
was the assistant superintendent.  Along with the other roles mentioned earlier, IPP2 also stated, 
“Definitely to the assistant superintendent—there were different people at different times there 
others who I felt I had to be accountable to.” 
Table 9 
RQ2: Identification of Leaders during Partnership (IQ4) 
4. Who did you identify as your leader(s) during the partnership? 
Group Common Themes 
WestEd	   1.  Self 	  
2.  District roles (Superintendent, District-level administrators, 
Principals)	  
3.  WestEd roles (CEO, Project Director)	  
 
Principals	   1.  WestEd coach 
2.  WestEd Project Directors	  
3.  District Assistant Superintendent	  
 
Teachers K-2 (Group a)	   1.  Site Principal	  
2.  Instructional Coach	  
3.  Grade level colleague	  
 
Teachers 3-5 (Group b)	  
 
1. Site Principal	  
Teachers 6-8 (Group c)	   1.  Site Principal	  
2.  Site Assistant principal	  
3.  Instructional Coach	  
4.  District director 
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Table 9 (continued) 
 
Overall Summary IQ4	  
 
#	  
1.  Site Principal 
 
4	  
2.  WestEd Project Director	  
 
2	  
3.  Site Instructional Coach	  
 
2	  
4.  Assistant Superintendent	  
 
2	  
 
To fully answer Research Question 2, Interview question five (IQ5) was used to gather 
information about the specific reasons participants had for identifying the leaders that they did.  
IQ5 asked, why did you identify this/these person/people as a leader(s)?  The responses to IQ5 
revealed a set of themes indicating that there were specific leadership attributes that stood out 
among participants as valuable during the partnership.  As identified in Table 10, those themes 
were the ability to make concepts relevant and practical or hands on, possessing relevant content 
knowledge and experience, and ability create nurturing and/or supportive relationships. 
Leaders make concepts relevant, practical, and hands on.  Participants identified 
people who had the ability to make the elements of the RPI practical and relevant to their 
everyday work.  IPP3 explained, 
(My WestEd Coach) had a good knowledge base. What (my WestEd coach) said made 
sense to me, and that helped because if they couldn't—it’s almost like middle school. If 
you can't establish relevancy in a middle school lesson…The power of relevancy is 
unbelievable. And (my WestEd coach) could make things relevant for me. 
Leaders possess relevant content knowledge and experience.  According to study 
participants, possessing relevant content knowledge and experience is another critical attribute 
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that contributed to people being perceived as leaders during the RPI.  This was related in terms 
of having experience with the grade levels that the teachers themselves taught.  Such was the 
case with IPTa4, who stated, 
I feel that kindergarten is this great area. A lot of people, who haven't been in 
kindergarten, don't know what kindergarten is. And so when you go to people, and a lot 
of our coaches have experience in the middle school intermediate grades and when you 
talk to them about kindergarten they don't know. So it's easier to go to someone that I 
know has had experience in the kindergarten grade than someone who is only in there a 
few times a year type of thing. So I think that's why I turn to them rather than other 
people.  
Leaders create nurturing and/or supportive relationships.  Participants often cited the 
ability to create nurturing and supportive relationships as one of the reasons why they identified 
people as leaders.  One teacher’s sentiments in particular captured this ability when speaking 
about the principal.  IPTa1 emoted,   
I might get a little teary… When I had to transfer from (another school) (my principal) 
welcomed me in, so I have a soft spot in my heart for (my principal). But, (my principal), 
always has our best interests at heart. When there were things that were going on with the 
partnership and (my principal) knew that the teachers were unhappy about and 
everything, (my principal), just constantly tried to encourage us—I’m a crier.  Encourage 
us and say, ‘Just hang in there. You're doing great. I know what you are as a teacher.’ 
  
99 
Table 10 
RQ2: Reason for Identification as Leader (IQ5) 
5. Why did you identify this/these person/people as a leader(s)? 
Group 
 
Common Themes 
WestEd 1.  Possessing relevant content knowledge and experience 
2.  Ability to make concepts relevant and practical / hands on 
3.  Easily accessible 
4.  Committed 
5.  Supervisory 
 
Principals 1.  Ability to make concepts relevant and practical / hands on 
2.  Strong beliefs 
3.  Mutual respect 
 
Teachers K-2 
(Group a) 
1.  Ability to make concepts relevant and practical / hands on 
2.  Possessing relevant content knowledge and experience 
3.  Ability to create nurturing relationships 
 
Teachers 3-5 
(Group b) 
1.  Ability to make concepts relevant and practical / hands on 
2.  Possessing relevant content knowledge and experience 
3.  Ability to create nurturing relationships 
 
Teachers 6-8 
(Group c) 
1.  Possessing relevant content knowledge and experience 
2.  Ability to make concepts relevant and practical / hands on 
 
Overall Summary IQ5 #	  
 
1.  Ability to make concepts relevant and practical / hands on 
 
5 
2.  Possessing relevant content knowledge and experience 
 
4 
3.  Ability to create nurturing and supportive relationships 
 
2 
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Research Question 2 Summary of Findings 
Study participants perceived the leaders of the RPI differently depending on their role in 
the reform.  The researcher found that, overall, those who the participants identified as leaders 
included site principals, site instructional coaches, WestEd coaches, WestEd project directors or 
executives, and the Assistant Superintendent. Participants cited the following attributes when 
describing why they identified their leaders as they did:  having the ability to make concepts 
relevant, practical and hands on, having relevant content knowledge and experience, and having 
the ability to create nurturing and/or supportive relationships. 
Research Question 3 Findings (IQ6c, IQ7c, IQ8c, IQ9c, IQ10c, IQ11c, IQ12c) 
Which reform elements did participants in the Reform Partnership Initiative perceive as 
sustained?  To answer this question, the researcher prompted participants to recall their 
experiences with each of following distinct elements of the RPI: 
1. Frequent classroom observations by principals and instructional coaches	  
2. Instructional Practices to Support all Learners (CT4S)	  
3. Teacher participation in Professional Learning Communities	  
4. Systematic use of Common Formative Assessments	  
5. Implementation of Math Pathways and Pitfalls	  
6. Development and implementation of the Curriculum Essentials	  
7. Sustainability visits by WestEd and district office personnel	  
The researcher then examined the responses and coded them according to whether the response 
indicated that the participant perceived the element to be sustained or not sustained.  Then, the 
responses indicating that the element had been sustained were further coded to more closely 
examine the participants’ perceptions about how those elements had been sustained.  
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Interview Question 6c (IQ6c) prompted participants to recall their experiences with 
frequent classroom observations by principals and instructional coaches, which was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. IQ6c asked, how are classroom observations by principals and 
instructional coaches still evident in your work today, if at all?  The researcher found that all 
participants perceived classroom observations as still evident in their work.  The degree to which 
those observations were present varied among participants.  As specified in Table 11, the 
researcher used the coding process to arrive at the following themes: 
1. Still evident but less frequent	  
2. Still evident and reflecting continued implementation of strategies learning during 
RPI	  
3. Still evident and less frequent but with greater focus, more dialogue, and/or fewer 
elements	  
4. Still evident and more comfortable   
Still evident but less frequent.  Many study participants expressed that while 
observations are still part of their work, they occur less frequently than they did during the RPI.  
IPW1 described how WestEd’s approach to principals conducting observations, while remaining 
a high priority, has evolved.  
We were working in another district.  We tried the approach of trying to have principals 
give direct feedback to teachers—similar to what we did during the RPI—and failed 
utterly; and what we did was we set up a series of benchmarks, and we did surveys, we 
did focus groups, we had rubrics to really see if it was working. And what we found four 
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months in that it was not working.  The reason why it wasn't working was that the 
principals - because the educator effectiveness law just came in, and now you have to 
evaluate everybody and do your pre-post - they just didn't have the time. They didn't have 
the time, and they didn't have the time to understand the shifts for the Common Core 
Standards.  Not truly understanding it and then they couldn't get the proper feedback for 
teachers. It was turning into a compliance model so we just backed off it and we said, 
‘We can't do this anymore.  So, what we did was, we really worked with their leadership 
team on, ‘How can we get coaches to do this kind of work? And leadership teams to do 
this kind of work?  But how do we get the principals involved, too?’ 
The remarks shared by IPP1 illustrate how this change appears in the current working life 
of a principal.   
I still take opportunities, not with the same frequency, but I still take opportunities to take 
my leadership team into classrooms all together to do the same practices, to look for 
instructional practices and establish inter-rater reliability to support them with their 
coaching skills of teachers. So we do that several times throughout the year. I would say 
I'm not as good at dedicating as much time to the classroom as I did when I had that 
accountability. But I still try to keep that bar of 50% of time in the classroom. 
Still evident and reflecting continued implementation of strategies learned during 
RPI.  Principals and teachers also expressed how current observations are opportunities to both 
look for and practice strategies that became institutionalized during the RPI.  IPP3 stated, “I still 
like teachers to clearly state an objective. I have since learned that you can clearly state it lots of  
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ways.”  Reflecting on observations, objectives, and instructional scaffolding which were all 
heavily emphasized during the RPI, IPTa2 said,  
They do have a lasting effect because you want to do the most for your students and their 
education. You think to yourself, ‘How could I move these kids forward and not just 
practice something that they already know, or that they can do at home?’ 
Still evident and less frequent but with greater focus, more dialogue, and/or fewer 
elements.  The researcher found that the theme of greater focus, more dialogue and fewer 
elements was present throughout the participants’ responses.  IPW3 also spoke about how 
WestEd emphasizes the practice but has adopted an increased focus on what is inspected during 
classroom observations.   
Most of our instruments are far smaller and more focused, so that people aren't working 
on twelve things at a time. They choose three or four, maybe five that are the most 
significant and have the most effect size, and we work towards that. We do still do 
sweeps and get data in some districts. The data is used primarily to create professional 
development plans and just talk to principals about how to use, what coaches should be 
coaching, and that kind of thing. So I would say it has evolved, but it is still very much a 
part of our work. 
Teachers spoke about how dialogue, including dialogue with students, during 
observations has affected the observations.  IPTc2 spoke about dialogue this way, 
They do come in and we do use it, and we still sit down and talk about what was going 
on. And I like it because some of it is just coming in and being there, walk through the 
room and not really checking any of that and not clicking any boxes, but they're there. 
Then they talk to a couple of kids and then they're out and everybody's more comfortable.  
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Still evident and more comfortable.  The researcher identified comfort as a theme. 
Comfort was described by some as less stressful, and others as less threatening.  The theme of 
comfort was very evident in the teachers’ responses to IQ6c.  IPTb2 said,  
I’d say it feels very different in that I've had one formal evaluation this year, and I've had 
one walk-in informal evaluation. And that's what I've had in the past before I have had 
multiple observations, in and out. Very much less stressful, I guess. 
IPTb3 explained,  
Well, we do still have classroom observations. It's just I don't feel it's as threatening. It's 
not. I'm not going to say it's a piece of cake or anything like that with the Danielson or all 
the things that we have to learn now, but it's not like this checklist you had to get so many 
check marks, and if you didn't get this, you didn't have that, then you looked like a 
moron, like what are you doing? You shouldn't be here. It's just more relaxed, and since 
it's so new, the Danielson evaluation system, it's—the  admin, it's new to them as well. So 
everyone is kind of, like, right on the same playing field. We're all the same. They have 
to learn it. We all have to learn it. To me, it's just not as threatening. 
IPTc2 said,  
Sometimes you don't even know they're there until you turn around. And it's all right.  It's 
less stressful. You don't feel like you're missing something and like, ‘Oh, I got to have 
this little piece of information or whatever written on the board.’ 
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Table 11 
RQ3: How Classroom Observations are Still Evident Today (IQ6c) 
6c. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction.  How are classroom observations by principals and instructional 
coaches still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  Still evident	  
2.  Greater focus on fewer elements and the instructional shifts	  
 
Principals	   1.  Still evident	  
2.  Greater focus with less frequency and more dialogue	  
 
Teachers K-2 (Group a)	   1.  Still evident 
2.  Greater focus with less frequency and more dialogue 
3.  Reflect continued implementation of training received in RPI 
4.  Still evident as part of evaluation 
 
Teachers 3-5 (Group b)	   1.  Still evident 
2.  Still evident as part of evaluation 
3.  Reflect continued implementation of training received in RPI 
4.  More comfortable  
 
Teachers 6-8 (Group c)	   1.  Still evident 
2.  Reflect continued implementation of training received in RPI 
3.  More comfortable 
 
Overall Summary IQ6c # 
 
1.  Still evident 
 
5 
2.  Reflect continued implementation of training received in RPI 
 
3 
3.  Greater focus with less frequency / more dialogue / fewer elements 
 
3 
4.  More comfortable 
 
2 
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 Interview question 7c prompted participants to consider Instructional Practices to Support 
All Learners (CT4S), which was a reform element designed to ensure that all teachers were able 
to implement effective instructional strategies in their classrooms.  Interview question 7c asked, 
how are the CT4S practices still evident in your work today, if at all?  As quantified in Table 12, 
participant responses varied, but most consistently indicated that the practices were evident to 
some degree in their work today, with limited responses indicating that the CT4S practices are 
not evident.  The themes that emerged from the responses were: 
1. Evident as a guide for lesson design and implementation	  
2. Evident as a foundation for creating new understandings about instruction	  
3. Not at all evident 
Evident as a guide for lesson design and implementation.  Teachers spoke frequently 
about the role the CT4S practices play currently in their work to design and deliver effective 
lessons.   IPTa2 explained, 
You can't forget what you were taught early on. I still look for 90%, 80% engagement 
and you still require that from your students because you know you need to reach all of 
them and see them all speaking back to you, your choral response. All these strategies 
taught from that you know work and that you know will move your students forward. I 
still do a lot of those and you can't help it. My lesson plans are still very much teacher 
models, students practice, and then student independence. 
IPTa4 said, 
But there are some things that I still use now. There are quick little techniques that I use 
now, like attention getters. I think the SLANT came from them. So there are a couple 
techniques, classroom management techniques, that I still use now that I'm thankful for. 
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Evident as a foundation for creating new understandings about instruction.  Both 
Principals and WestEd staff described the role that the CT4S practices still play in helping to 
shape new understandings about instruction.  IPW3 explained,  
So even though we don't call it CT4S anymore, much of the substantive work is still 
rooted in that CT4S document. That is, I teach student engagement very frequently. And 
although we've updated the research and some of the strategies, the core is still there. We 
do lesson design that, although has evolved, is based very significantly in that CT4S 
document. Today I worked with a group of teachers and we were talking about the 
speaking and listening standards in the Common Core, and we talked about how much 
students should be talking. And that was one of those pieces that we worked at in (the 
RPI). So much of what was in that is still at the core of our work. And districts choose 
pieces of it, there were pieces that have somewhat evolved the way. But some of the 
pieces are still kind of the bedrock of what we do. 
Similarly, IPP1 explained, 
I would say they're still really critical. And as I worked with my leadership team last 
spring and over the summer to develop our teaching toolbox which we use with our 
teachers, that the practices from the CT4S were foundational in some of the different 
pieces. Our teaching toolbox B, for example, is most of the practices from the CT4S. And 
I think that also came from—I mean, we felt it was important but also we had a lot of 
conversations with some of our teachers that had been involved in the partnership. And 
they felt that being able to implement the different practices from the CT4S made them 
much better teachers, and they thought as we bring new teachers on board, that it's critical 
that they know the different practices from the CT4S. 
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Not at all evident.  One participant expressed that the CT4S was no longer evident in the 
work today.  IPTc3 said,  
I feel like I'm back to doing what I'm supposed to be doing, and just doing the art of 
teaching, and getting in the classroom, and getting to know my students, and work from 
the strengths and from the weaknesses, and just take them to a different level. I feel very 
comfortable, and I feel very confident in what I'm doing right now. 
Table 12 
RQ3: How CT4S Practices are Still Evident Today (IQ7c) 
7c. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. How are the CT4S practices still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  Very evident as a guide for professional development and lesson design	  
2.  Foundational to the creation of new understandings about instruction	  
 
Principals	   1.  Very evident as a guide for professional development and coaching	  
2.  Foundational to the creation of new understandings about instruction	  
 
Teachers K-2 
(Group a)	  
1.  Somewhat evident as a guide for lesson design and implementation 
 
 
Teachers 3-5 
(Group b)	  
1.  Somewhat evident as a guide for lesson design and implementation	  
 
 
Teachers 6-8 
(Group c)	  
1.  Somewhat evident as a guide for lesson design and implementation	  
 
 
Overall Summary IQ7c	  
 
#	  
1.  Somewhat evident as a guide for lesson design and implementation 
 
3	  
2.  Foundational to the creation of new understandings about instruction 
 
2	  
3.  Not at all evident 
 
2	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 Question 8c prompted participants to recall their experiences with participation in 
Professional Learning Communities (PLCs), which was a reform element designed to ensure that 
teachers were both collaborating to plan and using data to drive instruction.  Participants 
received professional development on PLC practices and instructional coaches were hired to 
assist teachers in implementing PLCs twice per week.  Interview question 8c asked, how are 
PLCs still evident in your work today, if at all?  As conveyed in Table 13, all participants 
indicated that there was evidence of PLCs in their work today: 
1. Evident and focused on planning and data conversations	  
2. Evident and focused on professional development and program implementation 
Evident and focused on planning and data conversations.  Some teachers expressed 
that PLCs are used to guide planning and facilitate the use of data to drive instructional decision-
making.  IPTc3 explained this and linked it to the experience with classroom observations 
described previously.   
Well, their approach is that we have to meet as a team. We have to meet with our student 
achievement teacher and have these discussions. And when they go into the classroom, 
they will ask how we are differentiating and how we are working towards meeting the 
goals of the objectives that we had set. So it's a constant reminder and it's a conversation 
that we continuously have. 
IPTc2 recalled an experience from earlier on the day of the interview for this study.   
We had one today. We actually get together and we still talk about data a little bit, and we 
also talk more overall about everything. We talk about the discipline each person is using. 
So you try to help the other ones out. We talk about what kind of test questions are your 
kids having problems with in science. And I try and incorporate those similar questions in 
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Social Studies and Language Arts and what not. It's a little more fluid in what we do and 
what we talk about. 
IPTa4 described a perceived improvement in the PLCs during the course of the year.   
We still meet once a week with our coach. And as of lately, the last few meetings, maybe 
the second half of the year so far, they've gotten a lot better where the topics are 
generated by us. And it's like, ‘What do we need? What do we want to work on? What 
are our goals as a team?’ Instead of a generic model that previously was used for the K-8, 
where everyone's working on this, or everyone's working on that. Now it's we're 
generating our own topics, and we're discussing what's going on in our classrooms a little 
bit more personally than before. 
Evident and centered around professional development and program 
implementation.  The researcher found that teachers and principals also spoke about how PLCs 
have, in their experience, shifted away from the focus on planning and data to incorporate 
professional development topics of interest.  IPTb1 explained, “We meet occasionally with our 
coach. Usually it's to share testing information or something with technology, things that we 
could be doing in our classrooms.”  IPTa2 also explained, 
Well, I think that we know every school and district does PLCs, so you think to yourself 
there is a value in this because other districts and other schools are using these. And I 
would like to see clear examples of how they're being used in other sites, and other 
schools, and other districts, but I also think our site is very different because of our 
program that we have, the immersion program that we have. I mean, it's great to hear 
what's going on in ELA, but I think our issues are sometimes very sensitive to language, 
so occasionally we'll I guess we’ll do a PLC Spanish group. 
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IPP2 also described a principal’s perspective on the shift toward professional development and 
alluded to the challenge inherent in creating focus while trying to simultaneously address 
emerging needs through the PLC process.  
It has changed.  We had put aside two meetings per week. One was for, in essence, 
upcoming instruction planning and one was for data review, and planning for re-teaching 
and enrichment.  So we reduced that through negotiations. We reduced that down to one 
meeting a week required, or one meeting a week guaranteed I'll say and we could add on 
other meetings based on need. And we had to give advanced written rationale.  So, we 
had the one meeting in place and I think that because of that we've had to kind of decide, 
what's the focus of this meeting and even though there may be more need for 
instructional planning with this particular grade level this is the week when we are 
meeting with them for RTI or this is the week when we're meeting with them to talk 
about a test that happened. And so, we're trying to balance the input to the teachers from 
these three different approaches and now we're using RTI instructional planning, and, in 
essence, data review with them. 
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Table 13 
RQ3: How PLCs are Still Evident Today (IQ8c) 
8c. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction.  How are PLCs still evident in your work today, if at all? 
 
Group 
 
Common Themes 
WestEd	   1.  Evident as the philosophical foundation for professional development 
 
Principals 1.  Somewhat evident centered around professional development and 
program implementation 
2.  Evident and focused on planning and data conversations 
Teachers K-2 
(Group a) 
1. Somewhat evident and centered around professional development and 
program implementation  
 
Teachers 3-5 
(Group b) 
1.  Evident but best when focused on practical tasks 
2.  Somewhat evident but best when focused on collegial sharing of ideas 
 
Teachers 6-8 
(Group c) 
1.  Evident and focused on planning and data conversations 
2.  Somewhat evident and centered around professional development and 
program implementation  
 
Overall Summary IQ8c # 
 
1.  Evident and focused on planning and data conversations 
 
2 
2.  Somewhat evident and centered around professional development and program 
implementation  
 
2 
 
Question 9c asked participants to recall their experiences with the systematic use of 
Common Formative Assessments (CFAs), which was a reform element that was designed to 
provide teachers with meaningful, frequent information about student performance so that they 
could adjust their instruction for both student remediation and enrichment as needed.  Interview 
question 9c (IQ9c) asked, how are CFAs still evident in your work today, if at all?  Most 
participants indicated the CFAs were still evident in their work.  They also spoke about changes 
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in the district’s overall approach to systematic formative assessment through the implementation 
of District Common Assessments (DCAs), which were perceived as less frequent by design.  As 
reported in Table 14, the themes that were most apparent were: 
1. Evident but far less frequent than during the RPI	  
2. Evident in current projects	  
3. Not at all evident	  
Evident but far less frequent than during RPI.  Both principals and teachers described 
how CFAs still play a role, but are considerable less frequently administered than during the RPI.  
IPTc3 explained,  
Well, we're using more, like the students understanding it, but it's not an expectation 
where we're supposed to give the CFA and, I mean, we're giving the CFA the data 
indicates. But I feel like now we are actually going in depth teaching. We're not expected 
to do both CFAs. We can give in between the lesson or in between the units, we give 
quizzes and, you know, we give informal assessments. But towards the end, it's more 
indicative of what is it that the students have learned throughout the unit. 
IPTb3 stated, 
It's got a different acronym. And it's not as much. There's only one—I mean, there's a lot 
available for testing our assessments and stuff with that new reading series. But there, 
you don't have to use all of it. And the DCA that they do is, I believe, it's only after every 
teacher book is done. I'm not sure if that's a unit or if that's a—I think it's every time a 
unit gets done, we test and it's not nearly like what it used to be. 
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IPTb1 also stated,  
I still use the DCAs, but they are not the same. I don't look at them as closely as to rely 
on that test to see if they learned the standard or not, because I feel like I have to give my 
own teacher-made assessments to see if we're meeting the standard. 
IPP1 described the change from the principal’s perspective. IPP1 stated, 
We still use the data. They don't happen as frequently. They're still district developed 
assessments and they don't happen as frequently, but I would say what happens more 
frequently is teachers using different ways to formatively assess their students more 
frequently, not always common, though. 
Evident and used in current projects.  WestEd staff explained how CFAs play a role in 
the current projects that they are engaged in across the country.  IPW1 described the relationship 
the perceived relationship between CFAs and the PLC process.  IPW1 said, “CFAs are critical to  
drive the PLC. You have to have them. Whatever it is you have to have something.”  IPW1 
elaborated on the importance of the CFA with the following example,  
We still do it. I'll give you an example, a middle school. 300 kids. They're the lowest 
performing school in (the state). And they're in a tough place. And when I went into the 
school building - just to explain it to you - it's a typical inner city school building and 
there are three schools in one school. I think there was a preschool there, a high school 
there, and the middle school, and they were all on different floors. So the middle school 
had two floors of the building. So I was like, ‘Wow. There's a lot going on there.’ So, 
anyway, I was looking at their master schedule, and they had this intervention time called 
the WIN, and another intervention time. So I said, ‘I want to see those two intervention 
times.’ This principal had a day for his students to go into the intervention. So when I 
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went in what I saw were students with headphones on, on computers. I told my team, I 
said, ‘When you come in here and look at everything and all the instruction you really 
need to see what's going on in these two classrooms because this is really the heart of 
really what's going to tell us on how this school is doing. And if kids are just doing their 
own computer thing with headphones on, I said, then, you have to question is their 
collaboration? Do the teachers have PLCs? What are they collaborating on? How are they 
learning forward if students aren't getting it?’ Because they clearly have the structures, 
but they may not be using it well. So I think CFAs are critical to drive the PLC. You have 
to have them. Whatever it is you have to have something. I was in another school district 
in Iowa. This was an unbelievable experience to me. So I went through the whole school 
district and they were doing everything that (was done in the RPI). They were doing this 
and that. On the surface, it looked okay, but they had too many initiatives going on at the 
same time. And the middle school that I went to I was talking to fifth-grade teachers and 
they had a reteach and enrich program, but they didn't have CFAs. And they were like, 
‘We don't know what to do.’ So we put the kids into their classes based on how they did 
on the state test. They're there all year. ‘The principal won't let us do CFAs. We know 
we're taking classes, We're taking a graduate class, and we know a lot about 
differentiating instruction and we know if you want to have the PLCs you have to have 
some common form of assessment.’ 
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Table 14  
RQ3: How CFAs are Still Evident Today (IQ9c) 
9c. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
How are CFAs still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  Evident and used in current projects as a tool for determining 
instructional effectiveness 
2.  Evident and used in current projects to drive professional 
learning communities 
3.  Evident and used in current projects to guide and support 
implementation of Common Core 
 
Principals	   1.  Evident but far less frequent than during RPI 
 
Teachers K-2 (Group a)	   1.  Evident but far less frequent than during RPI 
 
Teachers 3-5 (Group b)	   1.  Evident but far less frequent than during RPI 
 
Teachers 6-8 (Group c)	   1.  Evident and no different than during RPI 
 
Overall Summary IQ9c	   #	  
 
1.  Evident but far less frequent than during RPI	   3 
2.  Evident and used in current projects 3	  
 
Question 10c asked participants to recall their experiences with Math Pathways and 
Pitfalls, which was a professional development and instructional program that was implemented 
during the partnership to ensure that both students and teachers developed a conceptual 
knowledge of mathematics.  IQ10c asked, how is the Math Pathways and Pitfalls program still 
evident in your work today, if at all?  As reported in Table 15, WestEd staff did not indicate that 
this program was not part of any of their current projects or assignments.  The responses of most 
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teachers indicated that the program is not at all evident, while a few teachers and principals 
indicated that it was somewhat evident and used as a supplement.   
Not at all evident.  Comments made by teachers indicated that the program was no 
longer evident in their work. IPTa4 stated, “It's not, because I can't even remember what's on that 
poster.”  IPTb1 shared another comment relating to lesson implementation, “I don't, necessarily, 
put up a problem and have the kids analyze it in the books, with the lessons, and say, ‘Watch out 
for this pitfall.’” 
Somewhat evident and used by teachers as needed to support instruction.  Other 
teachers expressed the way in which they still rely on some of the practices and materials that 
were provided during the RPI for Math Pathways and Pitfalls.  IPTb2 said,  
I do that quite a bit—not necessarily the Pathways and Pitfalls but telling kids what their 
misconception is and telling kids, ‘This is where kids have pitfalls.’ And we have a sad 
face where they have—no, it's a half face they're not really sure they don't get it. And 
really teaching those kids those misconceptions in initial instruction. So that's where I 
feel like I've had it. And then, of course, you have something really bad and a lot of kids 
aren't getting, really stopping and making sure that something as simple as how to 
regroup when you're subtracting. 
Another teacher explained how the principal reminds the staff about the existing materials.  
IPTb3 explained,  
(The principal) just says, ‘That's another resource. We have all those on campus and raise 
your hand if you have one of those books’…and I'd be one of those teachers…here that 
has that book…’and if you need it, take a look at it because it's really good stuff.’ 
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Table 15 
RQ3: How the Math Pathways and Pitfalls Program is Still Evident Today (IQ10c) 
10c. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. How is the Math Pathways and Pitfalls program still 
evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   Not applicable to current projects / assignments	  
 
Principals	   1.  Somewhat evident and used by teachers to support questioning 
and dialogue among students 
Teachers K-2 (Group a)	  
 	  
1.  No aligned responses 
 
Teachers 3-5 (Group b)	   1. Somewhat evident and used by teachers to teach students how to 
find misconceptions 
2. Somewhat evident and used by teachers as a supplemental resource 
 
Teachers 6-8 (Group c)	   Not applicable to 2 of 3 survey participants in this category 
1. Not at all evident  
 
Overall Summary IQ10c # 
 
1.  Somewhat evident and used by teachers as needed to support instruction 
 
3 
 
Question 11c asked participants to recall their experiences with the development of the 
curriculum essentials, which included the essential or focus standards, pacing guides and unit 
guides.  The development of the curriculum essentials was a reform element designed to ensure 
that a guaranteed and viable curriculum was established and implemented.  Interview question 
11c asked, how are the curriculum essentials still evident in your work today, if at all?  As  
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identified in Table 16, participants indicated a variety of ways in which the curriculum essentials 
was evident in their work today, including: 
1. Evident as a support for implementing standards	  
2. Evident as a support for fostering questioning and discussion among students 
Evident as a support for implementing standards.  WestEd staff, principals and 
teachers all spoke about the role the curriculum essentials play as a support for implementing the 
state’s academic standards.  IPW1 spoke about curriculum essentials as being fundamental to 
having a guaranteed and viable curriculum. 
I still believe it. Any school I walk into, that's the frame I use. Does it have a guaranteed 
viable curriculum? And you can look at all the artifacts from their master schedule, how 
they use interventions or not, whether they have one or not. 
IPW1 elaborated, describing how the development of a guaranteed and viable curriculum is still 
one of the fundamental strategies used with high priority schools.  
We're looking at what's our approach to high priority schools in all these different states 
that we work in. And we're putting together a theory of action, and the theory of action 
still is we have to have a guaranteed viable curriculum. It doesn't matter what the 
standards are. If it's common core or a new standard or whatever the standards are, you 
have to have alignment between grade levels on what you expect students to know to be 
able to do by the end of that grade level. That's the foundation and the backbone to 
moving a school forward.  So it's grounded in the foundation of all our work. 
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IPP1 spoke about how the curriculum essentials help teachers focus instruction on standards 
instead of instructional materials.   
I would say that as we adopted a new curriculum and program for this year, we had to 
remind teachers and continually remind them to go back to the standards. That it's not 
always something that comes up, and so our coaches have to make a point that that's 
where they're starting as they're teaching so that they're—go back to teaching the 
standards and not the program. We definitely use the calendars and the pacing guides, but 
like I said, there's a lot more flexibility and kind of have a guideline for what we stay in. 
And we try to not let teachers get too far away from where they're at, but there is much 
more flexibility with it. 
IPP1 elaborated on the role that the pacing calendars play in implementing the standards as part 
of the curriculum essentials.  IPP1 further explained, 
Well, I think it's important because if we don't maintain kind of that calendar of ensuring 
that we're progressing through the curriculum and through the standards, teachers can 
spend all year teaching their favorite thing or what they like or what they perceive the 
most important and not make it through everything that students need to know and be 
able to do to be successful in the next grade level. 
Teachers as well spoke about the curriculum essentials as a support for instructional planning 
and standards implementation.  IPTa4 said,  
I'm one of those people—I’m very linear, and I need to have certain things in certain 
spots. So out of my team, if we say the new unit is comparing-contrasting, they can say, 
‘Okay, go.’ Whereas I'm like, ‘No. Let me the print out the unit guide. Let me look at the 
standards. Let me look at the vocab. Let me look at this, this, and this.’ And it helps me 
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just get in the right frame of mind so I can move forward, and I can start my planning, 
and kind of backward plan or forward plan, whatever it may be. So I use them a lot, all 
the time. More so than I think my teammates do. But I think it also has to do with the fact 
that I am very familiar with them, so if they have a question they can just come to me and 
say, ‘Hey, what are we doing here.’ And I can just give them information that they need. 
Similarly, IPTa3 said,  
So I love the curriculum that we have. Before we had to look, ‘What? What number is 
this? What number is this?’ Now, these have the standard where we have to focus, and 
say, ‘Okay. Let's focus on these standards. And let's teach it and let's do it.’ 
Evident as a support for fostering questioning and discussion among students.  
Principals and teachers described how the curriculum essentials allow for the development of 
lessons that create opportunities to go beyond standards mastery to foster questioning and 
discussion among students.  IPTa2 explained, 
I see the value in them, and I know that our leadership values them because a lot of our 
students are ready for that. And I think this comes back to divergent thinking. When 
you're learning another language, we know that the brain is more open to building blocks 
of new information. And so, our students are always challenging us with different kinds 
of questions. So you're not just meeting your objective or your standard, but you're going 
above that. Your looking at those essential questions when you're making your lesson 
plans really helps you prepare for those children and furthering their knowledge. 
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A principal also described how the curriculum essentials are used to deepen a teacher’s 
knowledge through the evaluation process.  IPP3 explained, 
At my site, it is also, like I say, the—the source of discussion for me in evaluations 
when—I do most of my PD one-on-one. And so if they're explaining to me why they're 
doing what they're doing when I'm in a classroom, and then I follow up and we have to 
talk about why, somewhere in the world those (curriculum essentials) are going to come 
up in that discussion whether it's the actual subject content that they're doing, their 
concern about pacing, or their concern about lack thereof, or their concern about 
spiraling, or their concern about the action-planning piece. Did the standards, red, green, 
yellow—have you hit it? Is it dead? Is it dead with mastery, or is it just dead?  Because 
I'd like it to be dead with mastery. And so I think in my role with it, that's where it comes 
in. It provides a foundation for some of their questions that are good. We always have 
instructional questions, but then you put the instructional questions in context with those. 
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Table 16 
RQ3: How Curriculum Essentials are Still Evident Today (IQ11c) 
11c. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. How are the curriculum 
essentials still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  Evident as their development is first priority when a new project begins 
2.  Evident as their existence is used as a criterion assessing instructional 
systems 
3.  Evident as a support for implementing standards 
 
Principals	   1.  Evident and used by teachers to pace instruction 
2.  Evident as a support for implementing standards 
3.  Evident and used to support questioning and dialogue among students 
 
Teachers K-2 
(Group a)	  
1.  Evident as a support for implementing standards 
2.  Evident and used to support questioning and dialogue among students 
3.  Very evident and helpful to teachers who are linear in their planning 
 
Teachers 3-5 
(Group b)	  
1.  Evident but focus instruction on materials not standards 
2.  Evident and used by teachers who participated in the development 
process 
 
Teachers 6-8 
(Group c)	  
1.  Evident as a focus for planning meetings   
2.  Evident as a support for implementing standards 
 
Overall Summary 11c # 
 
1.  Evident as a support for implementing standards 
 
4 
2.  Evident and used to support questioning and dialogue  
 
2 
 
Interview question 12c prompted participants to reflect on their experiences with the 
sustainability visits by personnel from district office and WestEd staff.  The sustainability visit 
was a reform element introduced to ensure continuity of reform implementation across all 
schools and to provide school teams with encouragement and problem solving support.  IQ12c 
124 
asked, how does the sustainability visits impact your work today, if at all?  A listed in Table 17, 
all participants indicated that the sustainability visits were either not at all evident or were 
minimally evident.  Only WestEd staff indicated that were minimally evident.  The researcher 
identified two themes: 
1. Minimally evident but essential for school transformation, and	  
2. Minimally evident due to low levels of involvement among district administrators. 
Minimally evident but essential for school transformation.  IPW1 explained,  
I'm still doing them in (another district), but we've changed them. We're calling them 
inter-district visits now because we don't want the compliance piece in there. We want to 
make sure that we're supporting schools through this difficult work. 
Minimally evident due to low levels of involvement among district administrators 
IPW1 I elaborated by describing the barriers faced by WestEd staff in expanding the 
implementation of the sustainability visits.   
We are in some schools where we don't have a sustainability visit or an inter-district visit, 
and we need them because there's no buy-in or support to these schools from the district. 
And like in (city), I have 10 schools. There's no support from the district. No one's 
coming down to see what's going on. They don't know the work that's going on. In (city), 
I have two schools. Again, there's no district involvement. Sometimes they even get in 
our way. In (city), I had seven schools, no district involvement. It's a key, key piece. And 
we just wrote a paper for school transformation. And I put in, ‘You have to have active 
district involvement. You have to have that key piece for school transformation because 
of the learning that we had around sustainability.’  
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Table 17 
RQ3: How Sustainability Visits Impact Work Today (IQ12c) 
12c. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support. How do the 
sustainability visits impact your work today, if at all? 
 
Group Common Themes 
WestEd 
1.  Minimally evident but essential for school transformation 
2.  Minimally evident due to low levels of involvement among 
district administrators 
 
Principals 1.  Not at all evident 
 
Teachers K-2 (Group a) 
 
1.  Not at all evident 
Teachers 3-5 (Group b) 
 
1.  Not at all evident 
Teachers 6-8 (Group c) 
 
1.  Not at all evident  
Overall Summary IQ12c # 
 
1.  Not at all evident 
 
4 
2.  Minimally evident but essential for school transformation 
 
1 
3.  Minimally evident due to low levels of involvement among district administrators 
 
1 
 
Research Question 3 Summary of Findings 
In summary, study participants had shared perceptions about which elements that were 
implemented during the RPI were sustained.  The researcher determined the participants’ 
perceptions about sustainability based on how evident an element was in the participants’ present 
day work.  Participants described the sustainability of certain elements and indicated that they 
were either still evident but less frequent, still evident and reflective of strategies learned during 
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the RPI, still evident and less frequent but with greater focus, and still evident and more 
comfortable.  
The researcher found that participants consistently perceived classroom observations as 
still evident but less frequent and more focused.  In some cases, participants referred to the 
classroom observations as indicating consistent use of other strategies from the RPI.  Participants 
also consistently felt that Instructional Strategies to Support all Learners (CT4S) were somewhat 
evident, and used in professional development planning, lesson planning, and in some cases 
classroom lessons themselves.  Teachers especially referred to setting lesson objectives and 
engaging students when describing their perceptions about the CT4S.  Participants also 
consistently indicated that professional learning communities (PLCs) were still evident, although 
the focus was divided.  Some participants indicated that PLCs were still focused on data analysis 
and lesson planning.  Others indicated that the PLCs were more focused on professional 
development and program implementation.  Participants also indicated that common formative 
assessments (CFAs) are evident in their work, however, participants indicated that they are used 
far less frequently than during the RPI.  Participants also consistently felt that the curriculum 
essentials were still evident and used to guide both the implementation of academic standards as 
well as current areas of professional focus, such as questioning and discussion techniques. 
Research Question 4 Findings (IQ6c, IQ7c, IQ8c, IQ9c, IQ10c, IQ11c, IQ12c) 
Which reform elements did participants in the Reform Partnership Initiative perceive as 
not sustained?  As with RQ3 research question 4 was addressed by interview questions 6c, 7c, 
8c, 9c, and 12c.  (IQ6c, IQ7c, IQ8c, IQ9c, IQ10c, IQ11c, IQ12c).  To answer research question 
4, the researcher gathered all of the responses indicating that the elements were not sustained and 
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further examined them to more fully describe the participations perceptions about how those 
elements were not sustained over time.    
IQ6c asked participants to recall their experiences with frequent classroom observations 
by principals and instructional coaches, which was a reform element designed to ensure that 
principals were investing at least half of their time in classrooms and instructional coaches were 
investing at least 80% of their time in classrooms giving teachers feedback about their 
instruction.  IQ6c asked, how are classroom observations by principals and instructional coaches 
still evident in your work today, if at all?  As revealed in Table 18, the researcher found that 
among those whose responses indicated that the element was not evident, observations were 
described as rare and a change from RPI.   
Rare.  IPTb1 explained how observations and feedback have changed.   
Well, I've only been observed this year a couple of times so I feel like they don't 
necessarily-- my observations don't drive my instruction. I feel I would like probably a 
little bit more feedback on how I'm doing, but I feel like I have a pretty good 
understanding of where I need to go, so it doesn't bother me that they don't come in as 
much as they could. I don't know. 
When prompted to expand on the comment, IPTb1 further described the observations as,  
Very much less stressful, I guess. Not that they're really necessarily stressful, but they're like 
your one shot to, ‘Okay. This is how you are as a teacher,’ versus multiple representations of you 
to say, ‘This is really how I think you are as a teacher.’ So I find them different in that way. 
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Table 18 
RQ4: How Classroom Observations are Still Evident Today (IQ6c) 
6c. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction.  How are classroom observations by principals and instructional 
coaches still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  No aligned responses 
 
Principals	   1.  No aligned responses 
 
Teachers K-2 (Group a)	  
 
1.  No aligned responses 
Teachers 3-5 (Group b)	  
 
1.  Rare 
Teachers 6-8 (Group c)	  
 
1.  No aligned responses	  
Overall Summary IQ6c	   #	  
 
1.  No aligned responses	  
 
4	  
2.  Rare	  
 
1 
 
 Interview Question 7c (IQ7c) prompted participants to recall their experiences with 
Instructional Practices to Support All Learners (CT4S), which was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms.  IQ7c asked, how are the CT4S practices still evident in your work today, if at all?  
While the majority of participants had no responses indicating that the CT4S was not evident in  
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their work in some way, as shown in Table 19, some teachers did have that perception.  IPTc2 
explained,  
So much of it seemed to be some of the stuff we already did, because they are about your 
objective. And I was already all about that because I need it more than the kids need it 
just for me so I can explain what we are doing. It keeps me focused or whatever. That's 
my big thing, to make sure my objective is what I want to do. I think it's changed a little 
bit the way it needs to be written for Danielson, but it's still an important part of it. But 
like some of the other stuff is just—like their whole vocabulary focus even within the six 
years it seemed that it was hot and heavy then it just played out. And I think even for all 
the teachers it just kind of left the scene for everybody. 
Table 19  
RQ4: How CT4S Practices are Still Evident Today (IQ7c) 
7c. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. How are the CT4S practices still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  No aligned responses	  
 
Principals	   1.  No aligned responses 
 
Teachers K-2 (Group a)	   1.  Not at all evident 
 
Teachers 3-5 (Group b)	   1.  No aligned responses	  
 
Teachers 6-8 (Group c)	   1.  Not at all evident	  
 
Overall Summary IQ7c # 
1.  No aligned responses  3 
2.  Not at all evident  2 
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Interview questions 8c (IQ8c) asked participants to recall their experiences with teacher 
participation in Professional Learning Communities (PLCs), which was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction.  IQ8c asked, how are PLCs still evident in your work today, if at all? Again, as 
identified in Table 20, the majority of participants had no responses to indicate that PLCs were 
not still evident in their work in some way.  However, IPTa1 perceived that PLCs had been 
replaced with committee work.   
Well, we have committees. I don't know if you would call those PLCs, but I know that 
there's a literacy committee. And there's a math committee. There's a safety committee. I 
would consider those PLCs as well. The pay-for-performance said—or I think it's pay-
for-performance, something where you have to have 15 committee hours, period. I'm 
pretty sure it is on pay-for-performance and so that is a good encouraging thing for 
people to want to serve on committees. But then I feel like when you do serve on a 
committee, even though you're kind of forced to just so that you can get your pay for 
performance, then you hear other peoples' points of view and people not necessarily in 
your grade level. So I would consider those professional learning communities. 
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Table 20  
RQ4: How PLCs are Still Evident Today (IQ8c) 
8c. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction.  How are PLCs still evident in your work today, if at all? 
 
Group Common Themes 
WestEd	   1.  No aligned responses	  
 
Principals	   1.  No aligned responses 
 
Teachers K-2 (Group a)	   1.  Not at all evident	  
 
Teachers 3-5 (Group b)	   1.  No aligned responses	  
 
Teachers 6-8 (Group c)	   1.  No aligned responses	  
 
Overall Summary 8c	   #	  
 
1.  No aligned responses	  
 
4	  
2.  Not at all evident	  
 
1	  
 
Interview question 9c prompted participants to recall their experience with the systematic 
use of Common Formative Assessments (CFAs), which was a reform element designed to 
provide teachers with meaningful, frequent information about student performance so that they 
could adjust their instruction for both student remediation and enrichment as needed.  IQ9c 
asked, how are CFAs still evident in your work today, if at all?  As detailed in Table 21, once 
again, the majority of participants did not provide any responses to indicate that CFAs were not 
evident in their work.    
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However, IPTc2 said,  
I don't see them at all. I know they've got some other name, DCA, I don't know if that's 
the same thing just a different name.  I haven't seen an actual CFA, and whether these are 
for little kids or not, I'm not sure. 
Table 21  
RQ4: How CFAs are Still Evident Today (IQ9c) 
9c. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
How are CFAs still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  No aligned responses	  
 
Principals	   1.  No aligned responses	  
 
Teachers K-2 (Group a)	   1.  No aligned responses	  
 
Teachers 3-5 (Group b)	   1.  No aligned responses 
 
Teachers 6-8 (Group c)	   1.  Not at all evident	  
 
Overall Summary 9c	   #	  
 
1.  No aligned responses	  
 
4	  
2.  Not at all evident	  
 
1	  
 
Question 10c prompted participants to recall their experiences with Math Pathways and 
Pitfalls, which was a professional development and instructional program that was implemented 
during the partnership to ensure that both students and teachers developed a conceptual 
knowledge of mathematics.  IQ10c asked, how is the Math Pathways and Pitfalls program still 
evident in your work today, if at all?  As designated in Table 22, WestEd staff did not indicate 
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that Math Pathways and Pitfalls was a focus in any of their current projects.  Only IPTa1 
indicated that there was no evidence of Math Pathways and Pitfalls present in the work today.   
Table 22 
RQ4: How the Math Pathways and Pitfalls Program is Still Evident Today (IQ10c) 
10c. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. How is the Math Pathways and Pitfalls program still 
evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  Not applicable to current projects	  
 
Principals	   1.  Not at all evident	  
 
Teachers K-2 (Group a) 1.  Not at all evident	  
 
Teachers 3-5 (Group b)	   1.  Not at all evident	  
 
Teachers 6-8 (Group c)	   1.  Not applicable to the positions of 2 out of 3 study participants 	  
2.  Not at all evident 
 
Overall Summary IQ10c #	  
 
1.  Not at all evident	  
 
4	  
2.  Not applicable to current projects	  
 
1	  
3.  Not applicable to current position	  
 
1	  
 
Question 11c prompted participants to recall their experiences with the development of 
the curriculum essentials, which included the essential or focus standards, pacing guides and unit 
guides.  The development of the curriculum essentials was a reform element designed to ensure 
that a guaranteed and viable curriculum was established and implemented.  IQ11c asked, how are 
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the curriculum essentials still evident in your work today, if at all?  No participants provided any 
remarks indicating that the curriculum essentials were not evident (see Table 23).   
Table 23 
RQ4: How Curriculum Essentials are still Evident Today (IQ11c) 
11c. The development of the curriculum essentials, which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. How are the curriculum 
essentials still evident in your work today, if at all?	  
 
Group Common Themes 
WestEd	   1.  No aligned responses	  
 
Principals	   1.  No aligned responses	  
 
Teachers K-2 (Group a)	   1.  No aligned responses	  
 
Teachers 3-5 (Group b)	   1.  No aligned responses 
 
Teachers 6-8 (Group c)	   1.  No aligned responses	  
 
Overall Summary IQ11c #	  
 
1.  No aligned responses	  
 
5	  
 
Question 12 asked participants to recall their experiences with sustainability visits by 
personnel from district office and WestEd staff.  The sustainability visit was a reform element 
introduced to ensure continuity of reform implementation across all schools and to provide 
school teams with encouragement and problem-solving support.  IQ12c asked, how does the 
sustainability visit impact your work today, if at all?  As stated in Table 24, principals and 
teachers consistently indicated that the sustainability visits were not at all evident in their work 
today. 
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Not at all evident.  IPP1 offered a principal’s perspective on the perception that 
sustainability visits are no longer evident and indicated that some of the structures that were 
developed within the school persist.  
I mean I definitely don't have anything like sustainability visits in place anymore. I did 
meet with my leadership team weekly throughout the partnership, but I think the 
evolution of our conversations with my own leadership team definitely have evolved and 
become much more teaching and learning driven and student-driven looking at data 
during those leadership meetings and helping to problem solve before my coaches go 
back and work with the teachers. 
Teachers also reflected on how sustainability visits were no longer evident to them.  
IPTa4 said, “I don't think so. I mean, I don't remember the last time they were in. It's been a 
while. I remember, like with the partnership, the WestEd people were in.”  IPTb2 said, “Well, I 
don't really have sustainability visits, so I don't see that at all.  IPTc3 offered a different but 
aligned perspective,  
I do what I need to do every single day in the classroom and I take it as what I'm teaching 
every day and no matter who walks in at any specific time in my classroom I feel that 
they're going to see something that is, you know, indicative of the student learning. So I 
kind of just held onto the thing that you never knew when someone was going to walk 
into your classroom unexpectedly, and so you just continue doing your thing. 
  
136 
Table 24 
RQ4: How Sustainability Visits Impact Work Today (IQ12c) 
12c. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support. How does the 
sustainability visit impact your work today, if at all? 
 
Group Common Themes 
 
WestEd 1.  Minimally evident but essential for school transformation 
2.  Minimally evident due to low levels of support from district 
administrators 
 
Principals 1.  Not at all evident 
 
Teachers K-2 (Group a) 1.  Not at all evident 
 
Teachers 3-5 (Group b) 1.  Not at all evident 
 
Teachers 6-8 (Group c) 1.  Not at all evident 
 
Overall Summary IQ12c	  
 
#	  
1.  Not at all evident 
 
4 
2.  Minimally evident but essential for school transformation 
 
1 
3.  Minimally evident due to low levels of support from district administrators 
 
1 
 
Research Question 4 Summary of Findings 
While participants perceived the majority of the elements of the RPI to have been 
sustained, there were two specific elements that participants consistently perceived as having not 
been sustained.  Those elements were Math Pathways and Pitfalls and sustainability visits.   
Math Pathways and pitfalls was the element most consistently identified as not sustained 
with most participants indicating that it was either not applicable to their role any longer, or that 
it was not evident in their work.  Teachers did describe the materials, including books and 
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posters, as still being present and available, but few described them as being actively used on in 
way that would indicate that the practices had become an institutionalized part of the their work.   
The sustainability visits was also consistently identified as an element that was not 
sustained.  Principals and teachers indicated that sustainability visits were not at all evident in 
their work.  WestEd staff concurred, but indicated that the practice was still essential for school 
transformation and cited lack of support from district administration as the single greatest factor 
contributing to the non-use of the practice in current initiatives.    
Research Question 5 Findings (IQ6a, IQ6b, IQ6d, IQ7a, IQ7b, IQ7d, IQ8a, IQ8b, IQ8d, 
IQ9a, IQ9b, IQ9d, IQ10a, IQ10b, IQ10d, IQ11a, IQ11b, IQ11d, IQ12a, IQ12b) 
What actions of reform leaders did the Reform Partnership Initiative participants perceive 
as having contributed to the sustainability of reform elements?  As with research questions 3 and 
4, the researcher asked participants to reflect individually on each of the following seven 
elements that were introduced during the reform.   
1. Frequent classroom observations by principals and instructional coaches	  
2. Instructional Practices to Support all Learners (CT4S)	  
3. Teacher participation in Professional Learning Communities	  
4. Systematic use of Common Formative Assessments	  
5. Implementation of Math Pathways and Pitfalls	  
6. Development and implementation of the Curriculum Essentials	  
7. Sustainability visits by WestEd and district office personnel	  
The researcher than asked the participants to describe their experiences, their perceptions 
on the leader’s approach, and for those participants indicating that the element was still present 
in their work, the participant’s assessment of how the actions of leaders impacted their own 
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continued use of the element.  The responses were initially coded into categories based on 
whether the response indicated a more positive and sustained experience with the element, or a 
more negative experience in which the element was not sustained.  Responses were than 
reviewed and coded again to provide greater insight into the participants’ perceptions about the 
actions of reform leaders.   
Interview questions 6a, 6b and 6d asked participants to recall their experiences with 
frequent classroom observations by principals and instructional coaches which was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. Interview question 6a prompted participants to, describe your 
experience with classroom observations by principals and instructional coaches.  The researcher 
identified having common expectations for instruction as a common theme (see Table 25).   
Having common expectations for instruction.  Principals and teachers described 
finding value in having a shared language to describe instruction.  IPTb1, said, “I liked the fact 
that I knew what people were looking for when they came in my classroom.”  IPP2 explained,  
Before that, we had the informal observation instrument. And that was pretty much it. So 
let's establish this protocol that's tied right to instruction. And I believed in every element 
and attribute on that CT4S. I loved it. I was like, ‘This is all for the good. There's nothing 
on here that I think teachers shouldn't do. Everything I believed in.’ 
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Table 25 
RQ5: Experiences with Classroom Observations (IQ6a) 
6a. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. Describe your experience with classroom observations by 
principals and instructional coaches. 
 
Group Common Themes 
WestEd 1. Slowly developing common language 
2.  Establishing priorities 
3.  Setting ambitious goals 
 
Principals 1.  Having common expectations for instruction 
2.  Preparing to give teachers authentic feedback 
3.  Analyzing and discussing instruction together 
4.  Realizing the value of frequent classroom observations 
 
Teachers K-2 (Group a) 1.  Establishing the purpose of the activity or lesson 
2.  Focusing on teaching and improvement 
3.  Focusing on positives 
 
Teachers 3-5 (Group b) 1.  Having common expectations for instruction 
2.  Focusing on learning 
3.  Students knowing their administrators 
4.  Needing to be prepared at all times 
 
Teachers 6-8 (Group c) 1.  Receiving applicable feedback 
2.  Being observed twice a week 
 
Overall Summary IQ6a # 
 
1.  Having common expectations for instruction 
 
3 
2.  Struggling with competing priorities 
 
3 
3.  Feeling attacked / picked on  
 
2 
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IQ6b asked participants, how would you characterize your leader’s approach to the 
implementation and ongoing use of classroom observations by principals and instructional 
coaches?  As shown in Table 26, the researcher drew the following themes from the participants’ 
responses: 
1. Praising, being positive, supportive and encouraging	  
2. Establishing expectations for professional practice	  
3. Focusing professional development	  
Praising, being positive, supportive and encouraging.  Principals in particular spoke 
about how their leader’s approach included elements of praise, positivity, support and 
encouragement.  IPP1 said, “I would say each of them was very collaborative and teaching.  It 
was very supportive.  IPP1 later elaborated and said, “It was we're working together and helping 
to develop my skills or my instructional coach.”  IPP2 shared an example,  
I'll never forget one day I went in with the assistant principal and the assistant 
superintendent, who would come to campus and observe with us, right? I think it was part 
of the rubric. But the assistant superintendent came in, and we went into a kinder 
classroom, and I remember the teacher saying, ‘Oh, well, those kids back there can't do 
that.’ There was whole group of kids on the floor doing something with a big book, and I 
can't remember what if was. But it was maybe reading words from the big book or 
repeating vocabulary from the big book. And the teacher said, ‘The kids back there, I've 
got them seated back there because they can't read the vocabulary from this book.’ I said, 
‘Let me show you how they can.’ And the assistant superintendent was like, ‘Great job. 
You showed her. You didn't belittle her.’ And I felt so good. I felt so pumped up about 
working with teachers that way where I would go in, and not take over their instruction.  
141 
It was always like a mutual thing, and we would use signals and if the teacher was okay 
with it, they would let me model the teaching, and if they weren't, I wouldn't. But I was at 
that point where I felt kind of not cocky, but I felt really, really positive, and I felt really 
confident that I could out teach most, if not all of the teachers. And I wanted to show 
them how to teach better, and I would model it, and I loved modeling because it was like 
this right Johnny-on-the spot coaching opportunity where you can show them, this is how 
you do it. 
Establishing expectations for professional practice.  Principals also talked about 
having expectations for practice, which emerged among other participants as well and will be 
discussed later. IPP2 described how the leaders established expectations.  IPP2 explained, “They 
knew the rubric. They held us to rubric evidence. They scored us accurately.” 
Focusing professional development.  The researcher found that teachers perceived that 
their leaders used the observations as a way to focus professional development. IPTb2 described 
her perception of the value in aligning professional development to observations.   
I think it was good for them to know what their teachers we're struggling with as a whole 
group as well. So when we had PD it wasn't just on something random but it was based 
on making goals with the teachers. So it gave you as a teacher something to really work 
on explicitly. I think that was helpful for the principals to know, ‘Well, what should I be 
doing with my teachers?’ 
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Table 26 
RQ5: Leader’s Approach to Implementation and Ongoing use of Classroom Observations (IQ6b) 
6b. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. How would you characterize your leader’s approach to the 
implementation and ongoing use of classroom observations by principals and instructional 
coaches?	  
 
Group Common Themes 
WestEd	   1.  Looking closely at the data 
2.  Gathering a focus over time    	  
3.  Establishing expectations for professional practice	  
4.  Creating accountability	  
 
Principals	   1.  Establishing expectations for professional practice	  
2.  Meeting expectations out of compliance	  
3.  Providing praise	  
4.  Collaborating and learning together	  
 
Teachers K-2 (Group a)	   1.  Embracing change and believing in it	  
 
Teachers 3-5 (Group b)	   1.  Knowing expectations for instruction 
2.  Being approachable / down to earth	  
3.  Differentiating for different professional learning styles	  
4.  Focusing professional development	  
5.  Encouraging	  
6.  Looking closely at the data	  
7.  Establishing priorities	  
8.  Creating a sense of safety	  
9.  Being positive and supportive	  
 
Teachers 6-8 (Group c)	   1.  Focusing professional development	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Table 26 (continued) 
 
Overall Summary IQ6b	   #	  
 
1.  Praising, being positive, supportive and encouraging 	  
 
4	  
2.  Establishing expectations for professional practice	  
 
2	  
3.  Focusing professional development	  
 
2	  
 
IQ6d asked participants who indicated that classroom observations by principals and 
instructional coaches were still present, how did your leader’s approach to the implementation of 
classroom observations by principals and instructional coaches support your continued use of 
those practices?  As stated in Table 27, participants responded to this question with a variety of 
practices that produced the following themes: 
1. Engaging in dialogue to build shared understanding 
2. Establishing and knowing parameters and expectations for learning 
Engaging in dialogue to build shared understanding.  Principals, teachers and WestEd 
staff all described various ways in which their leaders approached the observation process as a 
way to help create a shared understanding through dialogue.  IPP1 explained, 
Well, I loved the approach. I thought it was so effective because it was such a 
collaborative, supportive way to develop my skills and that of my team. And so that's one 
of the reasons that I continue to do it today. It's a good way to develop the skills of all the 
people involved and make sure we're on the same page as we are supporting teachers 
individually. 
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IPTa4 said,  
I think it helps a lot the way it is now because the communication goes both ways. It's not 
just me saying, ‘Okay, okay, okay. Thank you. I understand what you're saying.’ Now 
it's, this is your goal. What are we working on? What did you see? How can we work on 
that? So it's a lot more of two-way, just open communication on, what can we do to 
improve? Yeah. Instead of before, where it was, I didn't see you do this or I didn't see you 
do that. 
IPW1 said, So (a leader) and I really had to have a lot of dialogue and come up with common 
agreements and a common vision, on what we were going to do. 
Table 27 
RQ5: Leader’s Approach to Classroom Observations Supporting Continued Use (IQ6d) 
6d. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. (If classroom observations by principals and instructional 
coaches are still present) How did your leader’s approach to the implementation of classroom 
observations by principals and instructional coaches support your continued use of those 
practices? 
 
Group Common Themes 
WestEd	   1.  Engaging in dialogue to build shared understanding	  
2.  Collecting complete and accurate data	  
 
Principals	   1.  Building future leaders using a similar approach	  
2.  Fighting in my own mind / clarifying my own way of doing 
things	  
 
Teachers K-2 (Group a)	   1.  Engaging in dialogue to build shared understanding	  
2.  Sending students to next level prepared	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Table 27 (continued) 
 
Group Common Themes 
Teachers 3-5 (Group b)	   1.  Fostering independence	  
 
Teachers 6-8 (Group c)	   1.  Providing positive feedback	  
2. Feeling relieved	  
 
Overall Summary IQ6d	   #	  
 
1.  Engaging in dialogue to build shared understanding	  
 
2	  
 
Interview Questions 7a, 7b and 7d (IQ7a, IQ7b, IQ7d) asked participants to recall their 
experiences with Instructional Practices to Support All Learners (CT4S) which was a reform 
element designed to ensure that all teachers were able to implement effective instructional 
strategies in their classrooms.  IQ7a prompted, describe your experience with the implementation 
of the CT4S.  Participants’ responses included references to the topic of question 6, frequent 
observations.  Therefore in discussions about CT4S, participants would often refer to their 
observation experiences.  Table 28 also revealed that establishing and knowing parameters and 
expectations for learning as a shared theme among participants   
Establishing and knowing parameters and expectations for learning.  Again, IPP1 
referred to the value in working with a leader during the observation process to build a shared 
parameters and expectations for learning.  
We would go into a classroom together to observe for a period of time—10 to 20 
minutes—and then we would come out of the classroom and would each mark the T4S 
separately, and then we would have conversations about what we saw in the classroom, 
what we might not have seen in the classroom. We'd talk about elements to coach the 
teacher on those reinforcements and refinements. 
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IPTa1 explained how the leaders provided a phased implementation of the CT4S and clear 
expectations for what was to be implemented in the classroom.  
I appreciated the fact that they kind of rolled it in. It was just a, ‘Look. Here's what we're 
doing. This is it. You have to learn all of these, and we're going to observe you and 
evaluate you on all of these different components.’ It was gradual, so I appreciated that. 
And I feel like they did tell us what they wanted. 
IPTb2 referred to the experience with observations when thinking about the CT4S.  
I think it helped—did I like it always? No, but yes, I think it helped me become better at 
what I was doing because I had to always make sure I was ready to go, because you never 
know when somebody's going to come in, because they might come in one week and then 
the next following week, and a half later they're coming in again. Or they're not coming 
in for a whole month and a half, and then they just kind of pop in. So you wouldn't really 
know, so I felt like it helped me, personally, always make sure that I was ready for that 
next day. Not that I'm not always ready now, but it's not as—it’s just more intense when 
you know somebody's coming to watch you and evaluate you versus just coming and 
sitting, and watching your instruction, and giving some informal feedback. 
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Table 28 
RQ5: Experience with Implementation of CT4S (IQ7a) 
7a. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. Describe your experience with the implementation of the CT4S.	  
 
Group Common Themes 
WestEd	   1.  Establishing parameters for learning	  
2.  Focusing on classroom based coaching	  
3.  Providing opportunities for learning	  
4.  Breaking down siloes	  
 
Principals	   1.  No aligned responses 
 
Teachers K-2 (Group a)	   1. Receiving professional development	  
 
Teachers 3-5 (Group b)	   1.  Complying with expectations	  
2.  Needing to be prepared at all times	  
 
Teachers 6-8 (Group c)	   1.  Establishing parameters for learning	  
2.  Knowing expectations for learning	  
3.  Receiving notifications before observations	  
 
Overall Summary IQ7a	   #	  
1.  Establishing parameters for learning	   2	  
 
Interview question 7b (IQ7b) asked participants, how would you characterize your 
leader’s approach to the implementation and ongoing use of the CT4S?  As listed in Table 29, 
participants’ responses provided the following themes about their leaders’ approaches: 
1. Taking it seriously  
2. Being supportive and encouraging 
3. Establishing priorities and having high expectations 
4. Providing input, modeling and helping 
148 
Taking it seriously. Participant responses indicated that they felt their leaders took the 
implementation of the CT4S, and the entire RPI seriously.  IPTa1 said,  
I think my principal thought the same as all of us as just like we hope to God that this 
works. We'll do whatever it takes. We don't want to be the only one in the state that's in 
this corrective action-- that failing district. We have pride. But I think he was—we all 
were in agreement like let's do it. Let's see if it really works 
IPTb3 characterized some of the elements of the RPI as, “like a game” for teachers but perceived 
those identified as leaders as taking a different view.  IPTb3 said, “I don't see (the Principal) and 
(Assistant Principal) looking at it as any game. They're admin and they had to do what they had 
to do.” 
Being supportive and encouraging. Providing a supportive and encouraging approach 
to the implementation of the CT4S was another common theme.  IPTa3 explained this 
perception, 
Sometimes I saw they were tired but they encouraged us to do our best, not only when 
they were over there. So all the time they were encouraging us to use those practice that 
the coaches—or when we were in the meetings on Wednesday, what they were 
presenting—the asked to try to follow—to give it a try, at least, and to be an open mind.  
Establishing priorities and having high expectations.  As stated earlier in the 
discussion on question 6, establishing priorities and having high expectations emerged as a 
common them once again.   IPTb2 explained,  
I think the two leaders I had that were using it were highly effective with it. They had, 
both of them, I appreciated as administrators because they had high expectations. I don't 
always think that (the CT4S) made them have the high expectations. I think their 
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personalities did more so than the CT4S. But that gave them the leverage to have a good 
conversation with you about what you could work on. 
Providing input, modeling and helping.  The researcher found that while a common 
theme, in at least one example, the value of leadership modeling the expected CT4S practices 
was expressed.  IPTc3, said, 
Well, their approach was take one practice at a time and practice it in the classroom every 
day. And we'll come into the classroom and observe how you're doing that. I did get, at 
one point, the principal did come into the classroom to model a couple of lessons for me. 
And I think that probably did make a big difference and it did help out. 
Table 29 
RQ5: Leader’s Approach to Implementation and Ongoing Use of CT4S (IQ7b) 
7b. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. How would you characterize your leader’s approach to the implementation and 
ongoing use of the CT4S?	  
 
Group Common Themes 
WestEd	   1.  Expanding my thinking	  
2.  Trusting 
 
Principals	   1.  Being supportive and encouraging	  
 
Teachers K-2 (Group a)	   1.  Being aware of our time	  
2.  Embracing the change	  
3.  Being supportive and encouraging	  
 
Teachers 3-5 (Group b)	   1.  Protecting the school 
2.  Having high expectations	  
3.  Taking it seriously	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Table 29 (continued)  
 
Group Common Themes 
Teachers 6-8 (Group c)	   1.  Providing great input	  
2.  Taking it seriously	  
3.  Establishing priorities	  
4.  Modeling and helping 
 
Overall Summary IQ7b #	  
1.  Taking it seriously	   2	  
 
2.  Being supportive and encouraging 2	  
 
3.  Establishing priorities and having high expectations	   2	  
 
4.  Providing input, modeling and helping	   2	  
 
 
Interview question 7d asked participants who indicated that CT4S practices are still 
present in their work, how did your leader’s approach to the implementation of the CT4S support 
your continued use of those practices?  As revealed in Table 30, the researcher found participants 
perceived the leaders’ approaches to have affected ongoing use of the CT4S in the following 
ways: 
1. Investing time in helping me build my own deep understanding 
2. Providing opportunities to learn 
3. Creating a gauge, foundation and/or model for future work.    
Investing time in helping build deep understanding. IPP1 stated,  
I think it was probably critical because of the time and investment on their part to ensure 
that I had a deep understanding of the research and the reasons why it was an important 
practice. Without that, I don't know if they would have been practices that I would have 
continued to use with my teachers. 
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Providing opportunities to learn the CT4S strategies.  IPTa4 shared an example of 
how leaders providing opportunities to learn.  
I was able to gain a better understanding of what they mean. And a lot of times you 
would read the CT4S, and you're just like, ‘What does that mean? What does that look 
like?’ And they would give us different ideas or, ‘This is what it looks like or it can look 
like.’ So it kind of helped me understand it a little bit better. Out of just the little line and 
the words on the paper, it made me picture it I guess. Yeah, it helped me picture what it 
could look like. 
Creating a gauge, foundation, and / or model for future work.  WestEd staff and 
principals explained how their leaders approach shaped their future work.   IPW3 stated,  
You know, I sort of us use them as a gauge and in working with (my leader) if we wanted 
to make a change, we had to create a logical argument for that change. And we had to site 
our evidence and not just come and talk, but convince the team that there was reason for 
moving in a different direction. And I use that all the time. 
IPP3 explained how the leader’s support impacted the principal’s role.  
So my job became how can I have that teacher with their style, pull out some of those 
CT4S elements and amplify the strength of some at the sacrifice of some others. And then 
hopefully, slowly over time, build up those others, like vocabulary, like academic 
language, which I still am working with every teacher at (the school) to increase. But if I 
could give them a strength and they could see achievement, good results beget good 
results, and so forth. So my experience with CT4S was how to use it, not a checklist, but 
how do you take those skills, put them in the hands of individual teachers and let them-- 
it's just like coaching football. They have to make it their own. 
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Table 30 
RQ5: Leader’s Approach to Implementation of CT4S Supporting Continued Use (IQ7d) 
7d. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. (If CT4S practices are still present) How did your leader’s approach to the 
implementation of the CT4S support your continued use of those practices?	  
 
Group Common Themes 
WestEd	   1.  Creating a gauge and / or foundation for future work 
 
Principals	   1.  Investing time in helping me build my own deep understanding 	  
2.  Proving a model for teaching future and current leaders	  
 
Teachers K-2 (Group a)	   1.  Sharing the value of making learning visual	  
2.  Investing time in helping me build my own deep understanding	  
3.  Providing opportunities to learn	  
 
Teachers 3-5 (Group b) 1.  Investing time in helping me build my own deep understanding	  
2.  Connecting learning with doing in the classroom  	  
3.  Establishing learning goals and next steps 
4.  Providing opportunities to learn	  
 
Teachers 6-8 (Group c)	   1.  Comforting 
 
Overall Summary IQ7d	   #	  
 
1.  Investing time in helping me build my own deep understanding	  
 
3	  
2.  Providing opportunities to learn	  
 
2	  
3.  Creating a gauge, foundation and / or model for future work	   1 
 
 
Interview questions 8a, 8b, and 8d (IQ8a, IQ8b, IQ8d) asked participants to recall their 
experiences with teacher participation in Professional Learning Communities (PLCs), which was 
a reform element designed to ensure that teachers were both collaborating to plan and using data 
to drive instruction.  IQ8a prompted, describe your experience with the implementation of the 
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PLCs.  As detailed in Table 31, the researcher found the following themes among participants’ 
experiences with the CT4S: 
1. Providing opportunities to learn 
2. Working to make PLCs collaborative and focused on learning 
Providing opportunities to learn through PLCs.  WestEd staff described how the 
experience with implementing the PLCs was entirely focused around providing opportunities to 
learn.  IPW1 said,  
It was ensuring that we build the competencies of the teachers and the instructional 
coaches and the principals to have productive conversations around student learning. And 
it was really centered on those four questions too. What do you want your students to 
know? Have they learned it? And if they haven't learned it, what are you going to do 
next? And then if they did learn it, what are you going to do now? So it was really 
centered on those four questions and building the competencies of the student 
achievement teacher to use data to really look at data in depth.  
Working to make PLCs collaborative and focused on learning.  IPP1 described this 
focus.   
Ultimately, really good practices that came out of it, because we continued to use that 
time to work with our instructional coaches and plan and analyze data. And our teachers 
seek out their coach additional times to have those conversations, planning and data 
conversations with them. 
IPTb2 also explained,  
There were two parts. There was collaborating about the effectiveness of how the kids 
did on an assessment, and then having the good conversations about, ‘Well, how did you 
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teach this?’ Then it became more of a planning part two. So I always appreciated hearing 
that and sharing data and talking about it in a collaborative way. It was also very narrow 
focused working on one skill, which is very different than now. Now we're working on 
lots of skills. So I appreciated that we're working on one thing. ‘How did you teach it? 
Did you teach it well? Awesome that you did this,’ or ‘Oh, I did that, and that was kind of 
off the board.’ So those parts of the PLC were good. 
Table 31 
RQ5: Experience with Implementation of PLCs (IQ8a) 
8a. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction. Describe your experience with the implementation of the PLCs. 
 
Group Common Themes 
WestEd 1.  Ensuring that structures are in place 
2.  Providing opportunities to learn 
 
Principals 1.  Working to make PLCs collaborative 
2.  Using the time to plan and analyze data 
 
Teachers K-2 (Group a) 1.  Creating ownership 
2.  Focusing professional development 
3.  Providing opportunities to learn 
4.  Working with strong team members 
 
Teachers 3-5 (Group b) 1.  Focusing on learning 
 
Teachers 6-8 (Group c) 1.  No aligned responses 
 
Overall Summary IQ8a # 
 
1.  Providing opportunities to learn 
 
2 
2.  Working to make PLCs collaborative and focused on learning 2 
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IQ8b asked, how would you characterize your leader’s approach to the implementation 
and ongoing use of the PLCs?  As reported in Table 32, participants’ characterizations of the 
approaches of their leaders revealed the following themes: 
1. Being present/consistent 
2. Communicating expectations / value 
3. Trusting 
Being present and consistent.  IPTa2 described the value of leaders being present where 
the work is happening.   
From time to time, they've all stopped during our PLC time to check in with us. And even 
though it, too, may seem daunting at times, like, ‘Oh, they're going to come listen to what 
we have to say,’ I think they need to hear that. I think they need to hear what we're 
struggling with, what students are falling behind, what are issues are in the classroom 
with that. So I think it's great that they do that. I mean, right now, the principal I'm under, 
he wants not only to hear about the academic success or not success of your students, but 
(the principal) also wants to hear what the behavior is like.  
Communicating expectations and value.  IPTc2 explained, “They had expectations that 
you were there, and expectations that you met and that you were with the coach, and 
expectations that you implemented what you were supposed to be talking about in those PLCs 
into your lessons.”  IPTa2 indicated that the leader understood the value of the PLC, “They all 
know it's important to use them. They all know that it's important to have that time to meet.  
Similarly, IPTb1 said, “(The principal) made it known that it was important that we meet as a 
team.” 
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Building trust through the PLC experience.  Several participants expressed the 
importance of trust as part of sustaining the PLC process.  IPTa1 said,  
I feel like he trusts us as teachers and he knows that we're going to do what we're 
supposed to be doing, that we're responsible and I feel like he's given us a lot of leeway 
as far as being responsible for ourselves. When someone trusts you like that, then you 
don't want to let that person down. So most people that I know at school think very 
highly of (the principal) and they want-- they want him to be proud of us. 
Table 32 
RQ5: Leader’s Approach to Implementation and Ongoing use of PLCs (IQ8b) 
8b. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction. How would you characterize your leader’s approach to the implementation and 
ongoing use of the PLCs? 
 
Group Common Themes 
WestEd 1.  Trusting me to lead 
2.  Expanding my thinking 
3.  Being consistent 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  Creating involvement and ownership 
2.  Trusting teachers to use time effectively 
3.  Being present 
4.  Extending the conversation beyond academics  
 
Teachers 3-5 (Group b) 1.  Communicating value 
2.  Being present 
3.  Contributing support and suggestions 
 
Teachers 6-8 (Group c) 1.  Communicating expectations 
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Table 32 (continued)  
 
Overall Summary IQ8b #	  
 
1.  Being present / consistent 3	  
 
2.  Communicating expectations / value 2	  
 
3.  Trusting 2	  
 
 
IQ8d asked participants who indicated that PLCs are still present in their work, how did 
your leader’s approach to the implementation of the PLCs support your continued use of those 
practices? Common themes are found in Table 33. 
Building trust sustains the PLC.  Once again, trust emerged as a critical theme.  IPTa2 
said,  
I think, early on, you learn that PLCs can be a positive item because you can get feedback 
from one another. And it's okay to not know, and have those challenges, and go to your 
leadership when they come and visit your PLC group, or ask your fellow team members, 
‘I have this challenge. What are you doing? Can you give me some feedback?’ 
IPTa4 also spoke on the importance of trust and freedom within the PLC and how the leader’s 
approach provided those elements.  
I think they realize that giving us freedom of topic, of choice of topic has been more 
productive. We're sitting there with actual ideas and contributing to the conversation 
whereas before, and I remember last year, I had talked to some of the leaders before 
because I was telling them that I was getting kind of tired—because I was the team leader 
at the time and I was the most vocal and it was always me leading the conversation. So it 
would be whoever's leading the meeting and I would be going back and forth and then 
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the rest of my team would just be sitting there because they weren't at all interested but 
someone had to talk so I was the one to voice some sort of opinion. Usually whatever I 
would say didn't really—it wouldn't come from the heart. It was just me saying stuff so it 
wouldn't be this awkward silence and we wouldn't just sit there. So we went through a 
year of that and now we're finally moving towards, ‘What do you guys want to talk 
about?’ And now I'm seeing where sometimes I'm sitting quietly and everyone's having a 
chitchat about what's going on in our classrooms so it's definitely taken a more positive 
note in that sense. 
Not only did teachers express comments asserting the value of trust but so did WestEd staff.  In 
describing this value IPW1 related trust and the role of a leader to challenge one’s own thinking 
within a relationship built on trust.   
I mean she knew I was the leader in that work and I knew how to do it. And (my leader) 
had full trust in my abilities to do what I had to do. I always ran things through (my 
leader), an idea through (my leader). My leader was a great thinker. My leader would 
always expand my thinking. So I used her in that way. But she never really dictated 
unless I was way off base what I should do. So she was always there as a thinker and a 
cheerleader to say, ‘Yeah, keep doing that. That's great. Yeah, keep doing that.’ 
Providing training, modeling, and making it practical.  Again, participants’ responses 
indicated a perceived value around leadership support that was practical and aligned to the 
practices that were being implemented.  IPP1 described the leader’s role in providing tools to 
support that principal’s ongoing, independent facilitation of the PLCs.   
I would say the investment in time and helping us to develop protocols for what we 
discussed during those meetings, and sitting in on those meetings, and providing 
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feedback on the facilitation, and the discussion, and different questions that either 
teachers asked, or the facilitators asked. Providing that coaching support after the 
meetings. Sometimes they modeled the meetings and would model a meeting with a 
grade level, and that was helpful I would say even with the support of our different West 
Ed leaders our meetings kind of evolved and would become more effective, too. And we 
had different systems in place for how we looked at the data and the questions that we'd 
ask. 
IPTb3 also spoke about practicality,  
They're really trying to make it more practical.  I mean we've said over and over to them, 
‘This is what we need. This is what I need.’ We've had to do that but it's a whole lot 
better than it used to be. 
Table 33 
RQ5: Leader’s Approach to Implementation of PLCs Supporting Continued Uses (IQ8d) 
8d. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction. (If PLCs are still present) How did your leader’s approach to the implementation of 
the PLCs support your continued use of those practices? 
 
Group Common Themes 
WestEd 1.  Trusting me / allowing me to work in high-risk situations 
2.  Trusting me to lead 
3.  Giving me resources 
4.  Providing space / time to rebuild when turnover occurs 
 
Principals 1.  Providing training and modeling effective practices 
 
Teachers K-2 (Group a) 1.  Encouraging creative involvement / ownership 
2.  Creating value through collaborating to address challenges / 
feedback 
3.  Trusting teachers to use the time effectively	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Table 33 (continued) 
 
Group Common Themes 
Teachers 3-5 (Group b) 1. Trusting teachers / not needing to be there to watch the 
conversation 
2.  Making the PLC practical 
 
Teachers 6-8 (Group c) 1.  Being aware of time constraints 
2.  Requiring compliance 
 
Overall Summary IQ8d # 
 
1.  Trusting 
 
4 
2.  Providing training, modeling, making it practical 
 
3 
 
Interview Questions 9a, 9b and 9d (IQ9a, IQ9b, IQ9d) asked participants to recall their 
experiences with the systematic use of Common Formative Assessments (CFAs), which was a 
reform element designed to provide teachers with meaningful, frequent information about 
student performance so that they could adjust their instruction for both student remediation and 
enrichment as needed. 
IQ9a prompted, describe your experience with the implementation of the CFAs.  As 
presented in Table 34, the researcher found that participants, in describing their experiences, 
shared the following themes: 
1. Being actively engaged and having ownership 
2. Looking at data 
Being actively engaged and having ownership.  The process of creating CFAs was 
primarily undertaken through a process called curriculum cabinet, which gathered teachers from 
across the district and engaged them in a collaborative process to create CFAs and other 
curriculum essentials.  Participants referenced the curriculum cabinet process in their comments, 
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indicating that the process contributed to a sense of engagement and ownership in the CFAs. 
IPTa4 described the experience, 
I've been working, as you know, the curriculum cabinet. And I've only done math since I 
believe it was around 2009. Could have been 2008. So the last couple years. That helped 
me gain a great understanding for the standards, the testing, why we do what we do, the 
format of it. And I think it really helped my team because I was able to go back with my 
team and—‘why are we doing this? So why is it done this way or why is it done this 
way? And I can't believe we're doing it this way.’ And I was able to give them an 
explanation as to why. "This is why we're doing it this way. This is why we have to do it 
this way. These are the standards. That's why the test question looks this way.  So I was 
able to kind of give them an understanding of the CFAs: why they're done, how they're 
done, and just the reason behind them? If we were all—if none of us had that experience 
working on curriculum cabinet we would have been lost, so I think it helped them having 
me knowing what was coming, what we're doing, how we were doing it. And like I said, 
it helped me just understand the standards, improve my teaching because I knew how 
connected everything was and how everything was going. 
IPTb2 also spoke of being involved in the process of creating the assessments.  
I feel like for me, helping to create CFAs was really helpful in the beginning, to help 
design that and going through that entire process, also the style of questions that you're 
asking. 
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Looking at data.  The use of data from CFAs was another common theme.  IPP2 
summarized a principal’s perception of how data from the CFAs were used during the RPI.  
We showed the data, we talked about the data explicitly a lot, we knew for each grade 
level where they were with each CFA, we just laid it graphically in our school, we talked 
about it at leadership, we compared site to site, we talked a lot about the 80%? And are 
we getting to the 80%? And, why not? And, what about the re-teaching and enrichment?  
It was very structured and direct as to what we had to do with the CFAs. Even the 
teachers just fell into line with it. They may or may not have liked it, but they fell into 
line with it. We made ourselves believe in it. We made ourselves believe in the idea that 
it would increase student performance. 
Table 34 
RQ5: Experience with Implementation of the CFAs (IQ9a) 
9a. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
Describe your experience with the implementation of the CFAs. 
 
Group Common Themes 
WestEd 1.  Leading with a strong philosophy 
 
Principals 1.  Looking at data 
2.  Re-teaching 
3.  Being actively engaged / having ownership 
 
Teachers K-2 (Group a) 1.  Being actively engaged / having ownership 
2.  Establishing parameters for learning 
 
Teachers 3-5 (Group b) 1.  Being actively engaged / having ownership 
2.  Looking at data 
 
Teachers 6-8 (Group c) 1.  Helping struggling colleagues 
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Table 34 (continued) 
 
Overall Summary IQ9a #	  
 
1.  Being actively engaged / having ownership 
 
3	  
2.  Looking at data 
 
2	  
 
Interview question 9b (IQ9b) asked, how would you characterize your leader’s approach 
to the implementation and ongoing use of the CFAs? Table 35 expands on: 
1. Using data and making data useful	  
2. Trusting, providing autonomy and flexibility	  
Using data and making data useful.  Again, participants shared comments suggesting 
the value of a practical approach to reform leadership. IPP3 expressed this perception, 
These leaders were the ones that, ‘Let's take a look at this CFA. How can we make it 
work for us? Does it work in totality, or do we need to segment it? Do we need to break it 
apart? Or is it no good to us?’ And when they had the freedom to do that—and more 
grade levels—the better the grade levels are at doing this, the better results we got.  
Building trust through leaders’ approaches to CFAs.  Again, trust, accompanied by 
flexibility emerged as a critical theme among principals and teachers in describing the approach 
of their leaders to the CFAs.  IPW1 explained,   
My leader taught me, and what she taught me in my school district, I implemented. I 
think I took it to another level than what she did, and because I had that experience and 
that learning behind me I became the leader and she allowed me to lead. So she didn't try 
to say you're not doing this right, and this wrong, I had the space to lead, and if I made a 
mistake, I'm accountable to it. If it didn't work, we'll try to figure it out.   
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IPP1 described the value of collaboration in creating trust.  
I would also say, just as with instruction, that it was very collaborative. It was very 
supportive. It was working together to help us develop an understanding for the systems, 
and then making it work for the school and our teachers with some non-negotiables in 
place like, ‘Here's some things that we have to do, but here's where we can make it fit.’ 
Table 35 
RQ5: Leader’s Approach to Implementation and Ongoing Use of CFAs (IQ9b) 
9b. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
How would you characterize your leader’s approach to the implementation and ongoing use of 
the CFAs? 
 
Group Common Themes 
WestEd 1.  Teaching  
2.  Trusting  
3.  Developing strong belief and philosophy 
 
Principals 1.  Collaborating and learning together 
2.  Being actively engaged / having ownership 
3.  Helping to make sense of data to guide decision making 
 
Teachers K-2 (Group a) 1.  Being positive  
2.  Making me look at results 
3.  Facilitating data analysis process 
4.  Allowing the use of multiple assessments 
 
Teachers 3-5 (Group b) 1.  Focusing professional development 
2.  Trusting and believing leadership messages 
3.  Recognizing the need without the leader’s input 
 
Teachers 6-8 (Group c) 1.  No aligned responses 
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Table 35 (continued) 
 
Overall Summary IQ9b # 
 
1.  Using data / making data useful 
 
4 
2.  Trusting 2 
 
 
Interview question 9d (IQ9d) asked participants who indicated that that CFAs were still 
part of their work, how did your leader’s approach to the implementation of the CFAs support 
your continued use of those practices? (See Table 36.) 
Trusting, providing autonomy and flexibility.  In many cases, participants’ earlier 
remarks about CFAs provided the information confirming this theme. The earlier statement 
referenced by IPTa1 who stated, “I feel like (my principal) has given us more autonomy than 
before. I feel like (my principal) trusts us as teachers and he knows that we're going to do what 
we're supposed to be doing. In addition, the earlier statement by IPP1 who said,  
I would say even with the support of our different WestEd leaders, our meetings kind of 
evolved and would become more effective, too. And we had different systems in place 
for things that—how we looked at the data and the questions that we'd ask affirms this 
theme.   
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Table 36 
RQ5: Leader’s Approach to Implementation of CFAs Supporting Continued Use (IQ9d) 
9d. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
(If CFAs are still present) How did your leader’s approach to the implementation of the CFAs 
support your continued use of those practices? 
 
Group Common Themes 
WestEd 1.  Teaching  
2.  Trusting  
3.  Developing strong belief and philosophy 
4.  Providing me with access to experts in the field 
 
Principals 1.  Helping to make sense of data to guide decision making 
 
Teachers K-2 (Group a) 1.  Looking closely at the data 
2.  Knowing what teachers are doing 
 
Teachers 3-5 (Group b) 1.  Being positive and supportive 
 
Teachers 6-8 (Group c) 1.  Looking closely at the data    
 
Overall Summary IQ9d # 
 
1.  Looking closely at the data / helping make data useful 3 
 
 
Interview Questions 10a, 10b, and 10d asked participants to recall their experiences with 
Math Pathways and Pitfalls, which was a professional development and instructional program 
that was implemented during the partnership to ensure that both students and teachers developed 
a conceptual knowledge of mathematics.  Interview question 10a (IQ10a) prompted participants,  
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describe your experience with the implementation of Math Pathways and Pitfalls.  The themes 
that emerged as participants described their experiences, and as further described in Table 37, 
include: 
1. Having the materials now 
2. Referring to the materials now 
3. Appreciating the program and training 
4. Using the materials to create questioning and discussion opportunities 
Still having the materials.  Many of the teachers expressed that the materials were still 
in their classrooms.  The materials included books and posters to be used during instruction.  
During the artifact collection process, the research was able to gather photographs of books and 
posters affirming their continued presence in the classrooms.  In addition, IPTb3 expressed how 
the books are artifacts of the RPI, “I still have the book and I haven't referred to it at all this year, 
but at the time, when we were using it, it was beneficial.”  IPTa4 also referenced the materials.   
So I remember getting the book. It's still somewhere in my cabinet. We got a poster. We 
were told to laminate the poster, put it up, and we had I think it was two or three 
trainings. And I was really sad about the book because the book only had a few lessons 
that were kindergarten appropriate. And even then they weren't that great. I think they 
were too low of a just level for us at the time of year and we were just like, ‘Okay. Well, 
great, but we can't do this because it's not appropriate anymore.’ It was very basic, 
early—let’s say—August, September lesson when it was already around this time of the 
year, January, February. And I just remember having a negative just thought about it, and 
I didn't care for it. 
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Still referring to the materials.  Some of the teachers did indicate referring to the 
materials now.  IPTc3 explained,  
The one thing that I did use and continuously use is the chart, the discussion builders. 
And because I think in the Math Pathways and Pitfalls, there was the part where errors 
were encouraged so that students can actually have those discussions, that it was okay 
that there was an error.   
IPP3 also talked about the principal’s experience with seeing the posters continually in use.  
We still use, some of those old posters are still around. And the teachers that use it, I'm 
happier with. Their evaluations are better because they have better questioning dialogue. 
They're more prone to have a student ask a question, or extend the conversation, or 
extend the thinking, or extend the writing, all caused by the sample. 
Appreciating the program and training.  Teachers expressed appreciation for the 
program and training.  In particular, IPTb1 who said,  
I really liked going to those trainings, those professional development meetings.  I really 
enjoyed those conversations about math, it helped me understand the standards better, it 
helped me understand where the kids need to go, I still use my pathways and pitfalls 
poster, it's up on my wall and I will say, ‘Do you agree or disagree? Who wants to add 
on?’ I try to have those conversations, not just about math but in reading and stuff like 
that, so that's there. Just the other day in class we were talking about fractions, I was like, 
‘Watch out for this misconception, this is what's wrong.’ So I do feel like the things that I 
learned, I still use, and I think that must have been because in implementation, I really 
appreciated learning about that and why we need to do that, that's what I felt the 
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implementation was about, ‘This is why we need to do this, this is what the kids should 
know,’ kind of, so I liked it. 
Using the materials to create discussion and questioning opportunities for students.  
The statement from IPTb1 illustrates how teachers expressed using the materials to create 
discussion and questioning opportunities for students, as does the earlier referenced comment 
from IPP3 who said, 
We still use some of those old posters are still around. And the teachers that use it, I'm 
happier with. Their evaluations are better because they have better questioning dialogue. 
They're more prone to have a student ask a question, or extend the conversation, or 
extend the thinking, or extend the writing, all caused by the sample. 
Table 37 
RQ5: Experience with Implementation of Math Pathways and Pitfalls (IQ10a) 
10a. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. Describe your experience with the implementation of 
Math Pathways and Pitfalls. 
 
Group Common Themes 
WestEd 1.  Not applicable to current projects 
 
Principals 1.  Appreciating the program and training 
2.  Aligning to existing areas of focus 
3.  Creating discussion and questioning opportunities for students 
4.  Having the materials now 
 
Teachers K-2 (Group a) 1.  Using it when it was helpful 
2.  Having the materials now 
3.  Referring to the materials now 
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Table 37 (continued) 
 
Group Common Themes 
Teachers 3-5 (Group b) 1.  Appreciating the program and training 
2.  Improving understanding of the standards 
3.  Referring to the posters now 
4.  Still having the materials  
 
Teachers 6-8 (Group c) 1.  Using the materials now 
2.  Encouraging errors 
3.  Creating discussion and questioning opportunities for students 
4.  Still having the materials 
 
Overall Summary IQ10a # 
 
1.  Having the materials now  4 
 
2.  Referring to the materials now 2 
 
3.  Appreciating the program and training 2 
 
4.  Creating discussion and questioning opportunities for students 2 
 
 
IQ10b asked, how would you characterize your leader’s approach to the implementation 
and ongoing use of Math Pathways and Pitfalls?  Those who provided an aligned response 
perceived that their leader’s approach to the implementation of Math Pathways and Pitfalls 
facilitated adult learning particularly in mathematics (see Table 38).  
 Modeling with adults first and learning together.  IPTb1 explained, “So I felt like I 
was learning with them and they were helping me gain more understanding.” 
IPTa3 also explained the importance of adult learning to the leader’s approach to the 
implementation of Math Pathways and Pitfalls.  In this example, IPTa3 explains how her  
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perception about fostering student discussions changed as a result of her own learning 
experiences. 
So I remember that they asked to do it and they come and they model. They model first 
with us. Then they model with the students, in which way they make them—because 
most of the time, we say, ‘Nah’" But they will not talk to us. They will not, I mean, 
support their elder. And they say, ‘Yes. They will if you were guiding. If you model, they 
will support their answers by showing you either their way by pictures, using their 
fingers, using lines, using that.’ So they will model for us. Then we model for the 
students. And then the students get to use. At the beginning, we say, ‘Why?  No, no, no, 
no. Don't delay. Your answer is right. But, yes, I want to know, how do you get?’ Before, 
they say, ‘Because I thought it. Because it was in my brain.’ But, I mean, how? They 
couldn't explain. Now when we work modeling, they start playing with pictures, or with 
fingers, or with manipulatives. 
Table 38 
RQ5: Leaders Approach to Implementation and Ongoing Use of Math Pathways and Pitfalls 
(IQ10b) 
10b. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. How would you characterize your leader’s approach to 
the implementation and ongoing use of Math Pathways and Pitfalls? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  Modeling with adults first then students 
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Table 38 (continued) 
 
Group Common Themes 
Teachers 3-5 (Group b) 1.  Learning together 
 
Teachers 6-8 (Group c) 1.  Appreciating systematic approach  
2.  Aligning to existing structures and expectations 
 
Overall Summary IQ10b # 
 
1.  Modeling with adults first / learning together 2 
 
 
IQ10d asked participants who indicated that Math Pathways and Pitfalls is still present in 
their work, how did your leader’s approach to the implementation of Math Pathways and Pitfalls 
support your continued use of those practices?  As revealed in Table 39, teachers provided 
responses to this question.  They indicated that their leaders liked the Math Pathways and Pitfalls 
approach and created the space for them to try to use the materials and also provided reminders 
that the materials were there.   
Appreciating the approach and encouraging its use.  IPTa3 explained how the 
materials were called upon from time to time in the classroom, “I said, Okay, I am going to do 
this lesson, and I want to see if it's working."  IPTb3 also explained in a comment referenced 
earlier, “When we're in a large group, like, oh, a staff meeting, or (professional development) 
and the principal will say, ‘That's another resource…take a look at it because it's really good 
stuff.’” 
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Table 39 
RQ5: Leader’s Approach to Implementation of Math Pathways and Pitfalls Supporting 
Continued Use (IQ10d) 
10d. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. (If Math Pathways and Pitfalls is still present) How did 
your leader’s approach to the implementation of Math Pathways and Pitfalls support your 
continued use of those practices? 
 
Group Common Themes 
WestEd No aligned responses 
 
Principals No aligned responses 
 
Teachers K-2 (Group a) 1.  Liking approach and allowing me see it have an effect on my 
students 
 
Teachers 3-5 (Group b) 1.  Encouraging its use as a resource 
 
Teachers 6-8 (Group c) No aligned responses 
 
Overall Summary IQ10d # 
 
1.  Liking the approach and allowing me use it / encouraging use 
 
2 
 
 
Interview Question 11a, 11b, and 11d (IQ11a, IQ11b, IQ11d) asked participants to recall 
their experiences with the development of the curriculum essentials, which included the essential 
or focus standards, pacing guides and unit guides.  Development of the curriculum essentials was 
a reform element designed to ensure that a guaranteed and viable curriculum was established and 
implemented. IQ11a asked, describe your experience with the implementation of the curriculum 
essentials.  Participants expressed their experiences, which aligned to the following themes: 
1. Providing consistency, direction and flexibility 
2. Focusing on standards 
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3. Understanding assessment 
4. Relying on the curriculum essentials documents 
Further information on the themes can be found in Table 40. 
Providing consistency, direction and flexibility.  IPP2 explained,  
those essentials, are the conversation. I mean, they all revolve around it. It also provided 
consistency and provided direction—huge direction, huge, huge direction—for, ‘Are we 
going to make it to the goal line on time? Where are we sitting with this?’ 
Focusing on standards.  IPTb2 shared the experience of building the curriculum 
essentials in curriculum cabinet process that was referenced earlier.   
I helped to create the curriculum essentials, so sitting down with a team, and pulling apart 
all of the standards, and talking about the importance of them, and looking at also state 
testing, and which ones were heavier than others, and then actually teaching those skills. I 
think it was also important in just the ordering of them. 
IPW1 also spoke to the experience with curriculum essentials creating a focus on the standards, 
"You have got to look at mastery, and you need to have a guaranteed viable curriculum. It's 
going to be a line—it’s got to be a line to your standards, it's got to be your standards.”  
Relying on the curriculum essentials documents.  IPP1 described, from the principal’s 
perspective, a perception that the documents were valued and could be relied on to guide 
instruction.  
I wouldn't say that I was involved in the creation of any of those documents but definitely 
relied on them. And they kind of became the crux of what we used for those planning 
conversations with teachers - those data conversations with teachers. And even today, we 
go back to the calendars and the unit guides. 
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Table 40 
RQ5: Experience with Implementation of Curriculum Essentials (IQ11a) 
11a. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. Describe your experience 
with the implementation of the curriculum essentials. 
 
Group Common Themes 
WestEd 1.  Leading 
2.  Applying prior knowledge and experience 
3.  Focusing on standards 
4.  Focusing on mastery 
5.  Establishing accountability 
 
Principals 1.  Relying on documents 
2.  Participating in development / getting hands on 
3.  Providing consistency, direction and flexibility 
 
Teachers K-2 (Group a) 1.  Focusing on standards 
2.  Understanding assessment 
3.  Providing consistency, direction and flexibility 
 
Teachers 3-5 (Group b) 1.  Participating in development / getting hands on / ownership 
2.  Understanding assessment 
3.  Providing consistency, direction and flexibility 
 
Teachers 6-8 (Group c) 1.  Relying on documents 
2.  Providing consistency, direction and flexibility 
 
Overall Summary IQ11a # 
 
1.  Providing consistency, direction and flexibility 
 
4 
2.  Focusing on standards 
 
2 
3.  Understanding assessment 
 
2 
4.  Relying on the documents 
 
2 
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Interview question 11b (IQ11b) asked, how would you characterize your leader’s 
approach to the implementation and ongoing use of the curriculum essentials?  Teachers in 
particular expressed that their leaders relied on the documents to guide instruction (see Table 
41).   
Experiencing reliance on the curriculum essentials documents.  IPTc3 explained, 
“The curriculum essentials were always brought forth and we used them to guide our 
discussions. And so we were constantly using them. We were constantly having conversations 
about them.”  IPTb2 also expressed comments illustrating the ways in which leaders relied on 
the curriculum essentials documents.  
I think it was helpful for the leaders to know that everything was being covered in a given 
year by a grade level, whatever grade level it was. It helps them know that everything 
was somewhat—not everything, but the main things that needed to be covered, were 
going to be covered. So they knew what was going on in their classrooms. And then to be 
able to go in different classrooms at the same grade level, I think that was also helpful for 
them. 
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Table 41 
RQ5: Leader’s Approach to Implementation and Ongoing Use of Curriculum Essentials (IQ11b) 
11b. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. How would you 
characterize your leader’s approach to the implementation and ongoing use of the curriculum 
essentials? 
 
Group Common Themes 
WestEd 1.  Teaching me 
2.  Allowing me to apply prior knowledge and experience 
 
Principals 1.  Never or rarely discussing with a leader 
 
Teachers K-2 (Group a) 1.  Never or rarely discussing with a leader 
2.  Creating value by connecting to long-term learning 
3.  Focusing on standards 
4.  Defining what must be taught 
 
Teachers 3-5 (Group b) 1.  Expecting their use 
2.  Relying on documents 
3.  Looking for consistency across classrooms 
 
Teachers 6-8 (Group c) 1.  Relying on documents 
 
Overall Summary IQ11b # 
 
1.  Connecting to long-term learning / standards / what must be taught 
 
3 
2.  Relying on documents  2 
 
3.  Discussing the documents rarely or never 2 
 
 
IQ11d asked participants who indicated that curriculum essentials were still present in 
their work, how did your leader’s approach to the implementation of curriculum essentials  
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support your continued use of those practices?  Participants’ responses shared a common theme, 
which was that the leaders made the curriculum essentials into a routine element of the work (see 
Table 42).    
Making their use feel routine.  IPTb2 explained the perception of one leader’s 
approach, “I think it's just another tool-- I feel like it's another tool in the toolbox to use that the 
administrator gave me because the way it was delivered was very nice.” IPTa4 also said, “They 
haven't forced us or say you have to bring them, so it's not been pushed upon us as of recently 
that much, as it was before.” 
Expecting their use.  While the curriculum essentials are perceived as being portrayed 
by leaders as a routine element.  Participants also expressed the idea that their leaders expect the 
curriculum essentials to be used.  IPTb1 explained, “I think he just expects you to use them. He's 
like, ‘They're here. Use them.’"  IPTc2 also spoke about this and said,  
Since I do talk about it when we have meetings and whatnot, I think they see that it's 
something that's important, something that people should be going to and reading and 
reflecting on and whatnot. It's brought up by the coaches and stuff and the PLCs that we 
have at school, so it's definitely a tool that they still lean on. I think it's a good one. 
Some teachers described how their leaders rarely or never look at the curriculum essentials.  
However, the teachers did not characterize that as negative because the teachers are expected to 
these the curriculum essentials.  IPTa1 explained,  
I don't know that (my leader) has ever really talked to us about—I think my leader leaves 
that to the SAT and the instructional coach. They're the ones that go to the curriculum 
writing.  I know (my leader) knows what the pieces are, but I think (my leader) has 
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delegated those other people to take care of that. I don't think (my leader) and I have ever 
had a conversation about the curriculum essentials. 
IPP1 also talked about how the curriculum documents were not a big part of conversations with 
the people IPP1 perceived as leaders, “We had that support in place just as we did for the CFAs 
and the data analysis, but I wouldn't say that it was with the frequency or the depth that we had 
with instruction.”  
Table 42 
RQ5: Leader’s Approach to Implementation of Curriculum Essentials Supporting Continued Use 
(IQ11d) 
11d. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. (If curriculum essentials are 
still present) How did your leader’s approach to the implementation of curriculum essentials 
support your continued use of those practices? 
 
Group Common Themes 
WestEd 1.  Teaching me 
2.  Providing opportunities for me to learn 
3.  Influencing me to see the value 
 
Principals 1.  Helping me see that the Unit Guides are the place to start 
2.  Creating parameters for instructional expectations 
3.  Aligning instructional tools (units / materials) 
 
Teachers K-2 (Group a) 1.  Creating value by connecting to long-term learning 
2.  Not forcing their use as much 
 
Teachers 3-5 (Group b) 1.  Expecting their use 
2.  Not making their use “a big deal” 
3.  Making it feel like another tool in the toolbox 
 
Teachers 6-8 (Group c) 1.  Relying on the documents 
2.  Expecting their use 
3.  Making them the focus of professional meetings 
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Table 42 (continued) 
 
Overall Summary IQ11d	   # 
 
1.  Making it feel like another tool/not a big deal/not forcing their use 
 
3 
2.  Expecting their use 
 
2 
 
Interview Question 12 (IQ12) asked participants to recall their experiences with 
sustainability visits by personnel from district office and WestEd staff, which was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support.  Interview question 12a 
prompted participants, to describe your experience with the implementation of the sustainability 
visits.  Responses, as reported in Table 43, reflected the following common themes: 
1. Building competence through preparation 
2. Feeling open to, seeking and valuing feedback	  
Building competence through preparation.  According to WestEd staff, the purpose of 
the sustainability visits was to develop leadership competence.  IPW1 explained, 
I really wanted to build the competencies of the district staff, which is the superintendent 
and the directors, to support schools. That was my intention. And the reason why we 
started them was in, I think year three. And it was like, ‘Wow. You know, we didn't 
really do a good job this year supporting the schools.’ And so, I came up with this idea 
around sustainability. 
IPP1 explained how preparing for the visits did provide an opportunity to build competence.   
I know that some of my colleagues do not feel this way, but I really appreciated the visits. 
I felt like it was a good thing for me to have to prepare for the visits and make sure that I 
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knew what was happening in my classrooms, and with students, and teaching, and 
learning, and the data, and I always enjoyed the conversations that we had. And felt like I 
came away, whether it was from people within my own district or with WestEd with 
ideas for how to deepen the teaching and learning happening in classrooms and with 
students. 
Feeling open to, seeking, and valuing feedback.  The teachers’ perspectives around the 
sustainability visits centered on feedback.  IPTc1 explained the experience, 
Actually, I only saw two visits of that kind during that period of time, once in PE, and 
once in Science my first year. They came with probably four teachers or four persons 
came in or five sometimes and they'd observe a little bit in my class and then they asked 
me out and one person stay in the class for a moment and they give me feedback right 
there and then.  
Table 43 
RQ5: Experience with Implementation of Sustainability Visits (IQ12a) 
12a. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support. Describe your 
experience with the implementation of the sustainability visits. 
 
Group Common Themes 
WestEd 1.  Creating it 
2.  Building competencies 
3.  Developing sustainability team 
4.  Addressing leadership tensions 
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Table 43 (continued) 
 
Group Common Themes 
Principals 1.  Building competence through preparation 
2.  Challenging leaders to replace the principal 
3.  Establishing priorities and action steps 
 
Teachers K-2 (Group a) 1.  Receiving a notification in advance 
2. Building competence through preparation / Being on point 
 
Teachers 3-5 (Group b) 1.  Feeling relaxed because of prior experience  
2.  Feeling open to positive feedback 
 
Teachers 6-8 (Group c) 1. Valuing immediate feedback 
2.  Seeking reassurance 
  
Overall Summary IQ12a # 
 
1.  Building competence through preparation 
 
3 
2.  Feeling open to / seeking and valuing feedback 
 
3 
 
Interview question 12b (IQ12b) asked participants, how would you characterize your 
leader’s approach to the implementation and ongoing use of the sustainability visits?  
Participants’ responses, as also seen in Table 44, included the following themes in characterizing 
their leaders’ varying approaches: 
1. Being positive and supportive	  
2. Notifying staff in advance 
Being positive and supportive.  The participants described different things their leaders 
did that were positive and supportive.  IPP1 characterized the leader’s approach as,  
very collaborative in helping me prepare for the visits, helping my leadership team make 
sure that we had what we needed to be able to have robust conversations during the visit. 
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And as they progressed, it was supportive in having the conversations but not necessarily 
the side-by-side coaching to make sure I was ready because I knew what I needed to do. 
IPTc3 echoed the sentiment that being positive and supportive was a part of the leaders 
approach, 
Well, I mean, they were supportive. They just, like I said earlier, they said just take it one 
step at a time. Do your best. And then move to the next step, and so I think by giving me 
that support and allowing me to feel comfortable with one thing at a time just kind of 
helps quite a bit.   
IPP3 described an interaction in which leaders provided the opportunity to shape the structure 
and content of the sustainability visit.   
They asked one time, they said, ‘What would you like to be different about the 
sustainability meetings?’ I said, ‘I would like you to come back with one, maybe two, 
questions for me but not more than that.’ Because, I said, ‘If you ask me more than that, 
I'm going to start getting nervous about why are you coming. I'm going to sit here and get 
all uptight wondering what you're going to hack apart about what I do, that kind of thing.’ 
So I said, ‘Just come back with a couple of questions you ask and then let's have a 
discussion about how are things going, what do I see as challenges and what might you 
suggest for this.’ They let me kind of self-direct but I gave them two shots at me. And 
that's what you call a question because if you have question that's a good question, you 
should be able to, if you have the right questions, get what you need [laughter]. Because 
if you don't come with a limit of two, you're going to bounce all over the place and you 
haven't thought of what you're doing. You're coming into—I found that they came with 
no idea what they wanted to do for sustainability. I think they came in going, ‘Well, it's 
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the fifth of the month, we have go over there. I'll drive over.’ And I didn't feel that there 
was anything greatly prepped. They would ask me to provide all the information so I felt 
it was fair if they would just ask two questions. They told me one time that was the most 
brilliant thing I ever came up with, by the way.  Anyway, it was just a thing where I said, 
‘Come with a couple of questions.’ 
Notifying staff in advance.  Another common theme that was expressed among teachers 
was how leaders would provide advance notice or warning prior to sustainability visits.  While 
providing such notice could have been included within the theme of being positive and 
supportive it appeared frequently enough to warrant becoming a theme of its own.  IPTb3 
explained the impact of notifying staff in advance,  
For the most part, you were warned. You got an e-mail that said WestEd's on campus 
today between these hours. That was helpful there were times where you were told, 
‘We're going to come and see you,’ and you do. And then there were times where you 
didn't know anything. Sometimes they just pop in and you just, hopefully, do what they 
are expecting and that's it.  
IPTc2 said,  
You'd be told that there's going to be the visitors from the district office. And for us, it 
was usually the Assistant Superintendent at the time. And that's probably what he was 
there for, based on what you said. And he'd come through.  
IPTa2 also stated,  
I remember these happening usually towards the beginning of the academic school year. 
And we were told by our leadership through email. ‘Staff,’ for example, ‘this week you're 
going to have someone from district office or another school site come and visit. This is 
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purely for sustainability purposes.’ Or what was the word they used a lot, cross 
alignment, alignment, something like that. But I don't think that we received feedback. 
Another teacher provided insight into how colleagues would communicate with each other about 
the sustainability visits.  IPTc2 explained, “There used to be a—teachers had a code word, and 
they'd email out.”  When asked for further information, the teacher elaborated,  
There would be some fruits and stuff, like kiwi, and here they come [laughter] 
[inaudible]. I used to laugh. I was like, God, just to warn everybody to get ready to hit all 
the buzzwords and what not.  I used to laugh because I didn't care. I was just like, ‘I ain't 
doing it. I'm just going to keep teaching. I don't care.’ 
Table 44 
RQ5: Leader’s Approach to Implementation and Ongoing Use of Sustainability Visits (IQ12b) 
12b. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support. How would you 
characterize your leader’s approach to the implementation and ongoing use of the sustainability 
visits? 
 
Group Common Themes 
 
WestEd 1.  Shifting from compliance to sustainability 
2.  Focusing on solving problems and supporting schools 
3.  Seeking to develop the capacity of district leaders  
 
Principals 1.  Collaborating to prepare 
2.  Engaging in robust conversations 
3.  Being supportive 
 
Teachers K-2 (Group a) 1.  No aligned responses 
 
Teachers 3-5 (Group b) 1.  Appreciating opportunity to show successes of the school 
2.  Notifying staff in advance 
3.  Being positive 
4.  Being fair 
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Table 44 (continued) 
 
Group Common Themes 
 
Teachers 6-8 (Group c) 1.  Notifying staff in advance 
2.  Being supportive   
 
Overall Summary IQ12b # 
 
1.  Notifying staff in advance 
 
2 
2.  Being supportive 2 
 
 
Research Question 5 Summary of Findings 
In all cases, participants perceived many of their leaders’ actions as having contributed to 
the sustainability of reform elements.   These actions ranged widely but were indicative of many 
of the elements of sustainable leadership discussed in chapters 1 and 2.  All of the leaders’ 
perceived actions were categorized according to the following themes that will be further 
discussed in chapter 5: 
1. Establishing and communicating expectations about the reform element	  
2. Creating opportunities for people to deeply learn about the reform element	  
3. Appreciating, encouraging, being positive and supporting people and the reform 
element	  
4. Working collaboratively with people to implement the reform element:	  
5. Making the reform element practical now and in the future	  
6. Trusting people to work with and make sense of the reform element	  
7. Using data to inform people about the element, its implementation and effects	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Research Question 6 Findings (IQ6a, IQ6b, IQ6e, IQ7a, IQ7b, IQ7e, IQ8a, IQ8b, IQ8e, 
IQ9a, IQ9b, IQ9e, IQ10a, IQ10b, IQ10e, IQ11a, IQ11b, IQ11e, IQ12a, IQ12b) 
What actions of reform leaders did the Reform Partnership Initiative participants perceive 
as having detracted from the sustainability of reform elements?  As stated previously, the 
researcher asked participants to reflect individually on each of seven elements that were 
introduced during the reform. The research asked the participants to describe their experiences, 
their perceptions on the leader’s approach and, for research question 7 asked those participants 
who indicated that the element was not present in their work, to share their assessment of how 
the actions of leaders impacted their own non-use use of the element.  
Interview questions 6a, 6b and 6e (IQ6a, IQ6b, IQ6e) asked participants to recall their 
experiences with frequent classroom observations by principals and instructional coaches, which 
was a reform element designed to ensure that principals were investing at least half of their time 
in classrooms and instructional coaches were investing at least 80% of their time in classrooms 
giving teachers feedback about their instruction.  IQ6a prompted participants, describe your 
experience with classroom observations by principals and instructional coaches.  Teachers and 
principals shared a variety of comments that illustrated the challenges associated with frequent 
classroom observations (see Table 45).  Those challenges were organized into the following 
themes:   
1. Struggling with competing priorities	  
2. Feeling attacked and/or picked on	  
Struggling with competing priorities.  In some cases, teachers and principals described 
how they struggled with addressing what they perceived as competing priorities.  One principal 
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in particular spoke often about the challenges associated with trying to address multiple 
competing priorities.  This was evident in the response shared to IQ6a.  IPP2 said,  
There was his rubric.  There was my CT4S rubric.  There was the ELLA rubric and there 
was any other type of rubric that was happening that seemed like there were a lot of 
different approaches to it.  It was hard to stay focused while that was going on. 
IPTa1 described her experience at watching her principal engage in this struggle.  
At the time, I was welcoming the principal being in the classroom more because the time 
that I spent at (another school) with (the principal), we talked about it a number of times 
and she was just like, ‘They have me going to so many meetings that pull me off campus 
so much that I would much rather be here.’ So we went a long time, we wouldn't see her 
at all. 
Feeling attacked / picked on.  Another theme that emerged was that participants, 
particularly teachers, perceived that they were being attacked or picked on at times.  More than 
once, teachers described how they would share their experiences with others on their faculty, or 
hear about the experiences of others.  In one such example, IPTb3 said,  
I don't think I was. But I heard that the—there are other people that you work with that 
through those years, and I hate to say this, but were picked on more than me. I don't feel I 
was overly scrutinized or observed too much. I don't feel I was. But there were other 
people that did. 
In another example, IPTc2 shared, 
We started with a fellow at the very beginning. Nice fella at first, and then he kind of got 
a little bit almost on the rude side when things didn't look exactly the way he said—he 
was not rude to me. He was actually really nice to me but I seen him speak to some other 
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teachers, I was like, ‘Man.’ And they didn't like him at all. Basically putting them down, 
‘Hey, you ain't doing this right.’ And I was like, ‘Whoa.’ But every time he's in my room, 
he's actually very nice. 
This feeling appeared to be related to the fact that the observations were mostly unannounced, 
that they were very frequent, and that the feedback was sometimes perceived as unhelpful.  
IPTa3 explained,  
They start with the positive things that I did. Then they refer to something that I failed to 
do or I didn't do or I didn't pronounce well the word. That is hell because when they start 
attacking you about negative things, your mind is, ‘I don't want to hear this.’ But when 
they say you're doing a good job, are you sure that you did this and this and this? But of 
course, here comes the but. But it's necessary. We are human. We do mistakes and 
sometimes we don't see our mistakes but if somebody is saying, we'll say, ‘Oh, yeah. I 
did that. I didn't notice it, so thank you.’ 
IPTb1 said, 
I remember one day, they came in in the morning in a slew of people and then two hours 
later, they came back in the same day. I just felt like it was very, ‘We're going to catch 
you doing something wrong’, kind of. I didn't feel like it was to necessarily to help me. I 
felt like it was more to be like this is what you're doing wrong, and I don't know, for me, 
that's not how I like to be treated as a professional, kind of. 
IPTb3 also said,  
You would go to bed at night and have dreams that you were unprepared the next day and 
there were eight or nine people in the back counter with their clipboards. I mean, that 
would be like a reoccurring dream. 
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Table 45   
RQ6: Experiences with Classroom Observations (IQ6a) 
6a. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. Describe your experience with classroom observations by 
principals and instructional coaches. 
 
Group Common Themes 
WestEd 1.  Struggling with competing priorities 
 
Principals 1.  Struggling with competing priorities 
 
Teachers K-2 (Group a) 1.  Feeling like feedback was impersonal and inauthentic 
2.  Feeling overwhelmed 
3.  Feeling regimented 
4.  Feeling attacked / picked on 
 
Teachers 3-5 (Group b) 1.  Feeling caught 
2.  Feeling scared 
3.  Feeling attacked / picked on 
 
Teachers 6-8 (Group c) 1.  Feeling disrespected / put down 
2.  Feeling treated rudely / in a condescending manner 
 
Overall Summary IQ6a # 
 
1.  Struggling with competing priorities	   2	  
2.  Feeling attacked / picked on	   2	  
 
IQ6b asked, how would you characterize your leader’s approach to the implementation 
and ongoing use of classroom observations by principals and instructional coaches?  While most 
responses indicated that participants perceived their leader’s approach in a variety of more 
positive ways, the theme of feeling overwhelmed emerged in participants’ responses (see Table 
46).   
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Feeling overwhelmed.  IPTb2 explained, “I think it was a little bit stressful for both of 
the leaders that I had during that time, maybe for the coaches as well, but I remember it being a 
little more stressful for the leaders.” 
Table 46 
RQ6: Leader’s Approach to Implementation and Ongoing use of Classroom Observations (IQ6b) 
6b. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. How would you characterize your leader’s approach to the 
implementation and ongoing use of classroom observations by principals and instructional 
coaches? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  Struggling with competing priorities 
 
Teachers K-2 (Group a) 1.  Feeling overwhelmed 
 
Teachers 3-5 (Group b) 1.  Feeling overwhelmed 
2.  Feeling stressed 
 
Teachers 6-8 (Group c) 1.  Feeling rushed / pace was too fast 
2.  Feeling overwhelmed 
 
Overall Summary IQ6b # 
 
1.  Feeling overwhelmed 3 
 
 
Interview question 6e asked participants who indicated that classroom observations by 
principals and instructional coaches was not still present, how did your leader’s approach to the 
implementation of classroom observations by principals and instructional coaches contribute to 
the fact that these practices are no longer present in your work?  As identified in Table 47, while 
the majority of participants did indicate that observations were still present; one theme did 
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emerge as a way in which leaders were perceived to have detracted from the sustainability of the 
element.   
Feeling undermined.  IPTc2 explained how leaders would sometimes approach the 
observations and the feelings that would be created among the teachers afterward. 
They said, ‘Oh, we want you to put this on there. Rewrite it like this.’ Because it always 
got me because in the first year, it was, ‘Write it like this.’ And then in the third year it 
was, ‘Oh. We should write it differently.’ I was like, ‘Well, you said, Write it like that.’ 
And then we’re changing it. And then they’d come in there, ‘Oh,’ and they would say, 
‘Oh, my gosh.’ And before they even told us sometimes, before we had a (professional 
development) on what it should look like now, they’d come in there and—or they’d walk 
up there and they’d change it on the board themselves. And that was, boy, that would piss 
you off. And I know if the—especially for those older teachers, I think that really made 
them mad because it would make you feel stupid in front of your kids. People don’t like 
that. 
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Table 47  
RQ6: Leader’s Approach to Implementation of Classroom Observations Contributing to 
Practices No Longer Present (IQ6e) 
6e. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in classrooms 
and instructional coaches were investing at least 80% of their time in classrooms giving teachers 
feedback about their instruction. (If classroom observations by principals and instructional 
coaches are not still present) How did your leader’s approach to the implementation of 
classroom observations by principals and instructional coaches contribute to the fact that those 
practices are no longer present in your work? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  No aligned responses 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  Feeling made to feel stupid in front of class 
 
Overall Summary IQ6e # 
 
1.  Feeling made to feel stupid in front of class 
 
1 
 
Interview questions 7a, 7b and 7e (IQ7a, IQ7b and IQ7e) focused on Instructional 
Practices to Support All Learners (CT4S), which was a reform element designed to ensure that 
all teachers were able to implement effective instructional strategies in their classrooms.  
Interview question 7a (IQ7a) prompted, describe your experience with the implementation of the 
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CT4S (see Table 48).  Participants’ responses revealed several distinct themes related to research 
question 6: 
1. Feeling an impact on time (regimented, rushed, interrupted)	  
2. Feeling an impact on wellness (frightened, overwhelmed or frustrated)	  
3. Feeling an impact on sensibilities (offended, sour competitive) 
4. Feeling an impact on prior knowledge and experience 
Feeling an impact on time.  IPTc2 explained,  
My experience was they'd come in, they'd be there for 15, 10 minutes. And they wouldn't 
see every single thing on there. And then that's what they'd want to talk to you about. And 
it'll just be like, ‘You know what? If you stayed for the whole thing, maybe you would 
have saw a lot more,’ or they'd come in and you can be 10 minutes from the end, and they 
wouldn't see all the beginning of it. And they'd—“Oh, we didn't see this. We didn't see 
that.’ ‘Of course, you didn't see. You were only there for 15 minutes at the end of my 
lesson.’ That was frustrating because it was always—you  felt like it's being held against 
you. They walk in and then you try to hit all these things. I know some of those teachers 
would come in there and that would be their point. They would try to hit—if they saw 
people come down the hallway, they would try to hit all these little things. And I was 
like, ‘Oh, man. Are you really teaching it?’ All of a sudden you're going back and the 
kids will probably be confused, or whatever. 
Feeling an impact on wellness.  IPTa2 explained,  
The tool honestly, quite frankly, frightened me at the beginning of my teaching because it 
wasn't easy for me to connect how it tied into the training that I had had at the university 
so it was a scary instrument to look at. It almost seemed impossible. I mean my very first 
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class that I had. I had 17 boys in that class. It was mostly behavior management, and it 
went by looking at the CT4S and looking at like 80% participation or whatever our 
school had aligned at the time. It was challenging. The second year it was much, much 
better and much easier to see. And when WestEd came they said, ‘Well this instrument 
that you're using, some schools have more elements to it. You actually have less. So you 
have almost less work to do.’ But it just seemed daunting, all the tasks that we had to 
accomplish in order to make that perfect lesson. 
Feeling an impact on sensibilities.  IPTa4 explained how feelings became more 
negative over time due to what were perceived as changing priorities and a failure to consistently 
implement elements that were introduced during professional development.   
I felt like during the years I would put my whole heart into it and I would do it like the 
way it's supposed to be, and then the next year it was, we're moving on to something else. 
I remember the one year we did the vocabulary words. And we hit the vocabulary words. 
I had all these lesson plans. It's like, great; I can use them next year. Just tweak them a 
little bit. And then next year, it was never spoken of again. It's like, what just happened 
there? So I'm all for trainings if they're going to help me improve my teaching, but if 
we're going to be flipping stuff all the time, then-- it got a little disheartening because I 
think it put this little sour note in my little heart, thinking, if I go to this training, are we 
going to use it next year, a month from now? And it still affects me now when I go 
somewhere. It's like, ‘Yeah, but how long is this going to last?’ So it kind of turned a 
little sour where I was a newbie and I went all in, and then my dreams were shattered 
because we never used them again.   
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These remarks also align to the theme mentioned earlier, feeling impact on time, because the 
teacher indicated that time invested in learning the vocabulary strategies and creating the lesson 
plans and materials was not going to result in having lessons to revise in the new year.   
The notion of competition among coworkers as also arose as another way in which 
teachers became offended by how the RPI and leadership actions were shaping their work.  
IPTb3 explained,  
Yeah. It kind of became like a competition with your coworkers. It's kind of sad 
because—well, how many checkmarks did you get? They kept on telling—they always 
said to you that any teacher could get—could do this in eight—within seven or five 
whatever minutes it was, any teacher could get this whole thing could be check, check, 
check, check, check. All you have to do is you could do this in seven minutes. It was like 
a game. And I was like, ‘Oh, my gosh. So-and-so got all the check marks.’ And then it 
would be—you hear about so-and-so they get this. It would go around. It became like a 
competitive game. How many check marks you could get or how many you didn't get and 
then, people-- some of the teachers would say, ‘Not all teachers—we won't work the 
same way. We don't have the same—that’s not part of how I operate and that's not part of 
how she or he operates. We're not wired that way.’ But they always said that that, that 
piece of paper, any teacher should be able to—and in a matter of minutes be able to get 
all their check marks. They should be able to-- in just this little itty bitty amount of time 
show every little point on that front and back sides of that CT4S. I don't know if I would 
agree with that. 
Feeling impact on prior knowledge and experience.  Teachers expressed thoughts 
about how the implementation of the CT4S would in some cases seem in conflict with prior 
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training, or that to implement the CT4S well would require new learning opportunities for the 
teachers.  Some perceived that those trainings were not available and thus they did not have the 
resources needed to adapt their prior knowledge and experience.  IPTa1 explained,  
One thing and I thought about this too, there were sometimes after you had been 
debriefed and after your—when you were coached outside your door, there were times 
when I said, ‘Can you come in and model that?’ No, they wouldn't do that. Are there any 
videos we can watch? No. It's just they wanted to come in and tell you what you were 
doing wrong, but there was no opportunity for us to watch someone like, ‘Can you find a 
teacher who's doing this so we can go visit that person? We can observe that person?’ 
And it was like, ‘no.’ It’s just you have to listen to what we say, and then try to change. 
IPTa1 later elaborated, 
I was thinking about this. With career ladder, there was always the inquiry component 
where it was like a discovery type of thing for children. And we found that to be very 
powerful and we enjoyed that a lot - getting the kids to come to what we wanted them to 
get to, but not the I do, we do, you do that WestEd brought to the table. We don't 
necessarily—maybe that's the best thing to raise test scores, but that's not the best way to 
teach children because we want, excuse me, we want the diversity. We want the different 
ways of thinking. We want more than one right answer, and more than one way to get 
there. And we felt like with the I do, we do, you do, that it was more limiting as far as 
here's what you need to know. Here are three examples. This is what we're going to do. 
Now we'll do it together. Now you do it on your own. It was more like regimented. Yeah, 
regimented, and a lot of us liked the creativity that was more with the discovery or 
inquiry approach. 
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One principal also described the impact of leaders during the RPI on prior knowledge and 
experience.  IPP3 stated, 
Well, I'm a realist and I didn't see quite how with teachers, with the amount of planning 
time and so forth that they could do that every time, that they could get them all. And 
then I would see a teacher do it and it left a horrible taste in my mouth. When I saw 
(name), I could go check, check, check, check, check. And I looked at that list and I go, 
‘Is that a lesson that I liked? That excited the kids? That actually the kids learned?’ And 
most times on those my response could be no, it wasn't. So I started to go, ‘Well, if the 
teachers is getting all the spots,’ and I have (the WestEd coach) sitting here going, ‘Yeah, 
he's got the spots, the marks.’ Well, then why aren't the kids learning? And I'd bring that 
to our group and I would go, ‘So the CT4S was checked.’ I bring it in, we would talk 
about it, and then we would sit in a meeting with (the WestEd Project Director) and the 
solution was fire (the teacher). (The WestEd Project Director) said that in public, in my 
meetings, in my group three different times. And I just told them that wasn’t going to 
happen. I said, ‘I don't know why if he's doing all these things right, then his kids aren't 
learning more.’  You know, I was puzzled by it because I believed in all the individual 
pieces, and then I realized for myself, the CT4S form didn't take into account the 
personality of the teacher and their strengths, the teacher's strengths. I mean, the lesson 
strengths, they're all there, they're all there but not every day, not every lesson, and so if 
you could piece together really strong lessons that let them bring out their personality and 
their enjoyment of teaching, and the kids' enjoyment, all of a sudden I saw increased test 
scores coming from classrooms where the CT4S instrument wasn't as strong, and (name) 
would be a perfect example of that, his CT4S was the best—but anyway, so then I 
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realized if you're going to get enhanced test scores, it isn't going to be the same way in 
every classroom and it's not going to be done by this list. 
Table 48  
RQ6: Experience with Implementation of CT4S (IQ7a) 
7a. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. Describe your experience with the implementation of the CT4S. 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  Struggling with competing priorities 
2.  Feeling frustrated 
 
Teachers K-2 (Group a) 1.  Feeling like university preparation conflicts with expectations 
2.  Feeling frightened 
3.  Feeling conflicted 
4.  Feeling regimented 
5.  Feeling sour 
 
Teachers 3-5 (Group b) 1.  Competing with colleagues 
2.  Feeling offended 
 
Teachers 6-8 (Group c) 1.  Feeling interrupted 
2.  Feeling overwhelmed 
3.  Feeling rushed 
 
Overall Summary IQ7a # 
 
1.  Feeling impact on time (regimented / rushed / interrupted) 3 
 
2.  Feeling impact on wellness (frightened / overwhelmed / frustrated) 3 
 
3.  Feeling impact on sensibilities (offended / sour / competitive) 3 
 
4.  Feeling impact on prior knowledge and experience (priorities / conflicted) 
 
2 
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IQ7b asked, how would you characterize your leader’s approach to the implementation 
and ongoing use of the CT4S?  As identified in Table 49, the researcher discovered the following 
themes: 
1. Being political and/or hands off 
2. Lacking content knowledge 
3. Struggling with competing priorities 
4. Lacking positivity 
Teaches described a lack of positivity in their experience with the implementation of the 
CT4S.  IPTa2 said, 
There wasn't a whole lot of positiveness in it. Looking back, I can't help but compare it to 
what it's like now. And now when I meet with my leadership, we begin with well, what 
did you think went well in the last observation. So, now we begin with a reflective piece 
rather than an instrument. And, honestly, I think in that reflection piece, you're actually 
harder on yourself because you are evaluating your own lesson rather than having 
someone tell you this is how you did.  
IPTa4 also spoke about the lack of positivity and how leader’s contributed to it through the 
approach to the implementation of the CT4S.  
I think, we all had a—it just became a negative thing in our teams teacher-wise. Because 
we knew that they were coming in to just check on the list. And so a lot of my leaders, 
who were really great and awesome teachers, they knew they were great teachers and it's 
not reflected on the checklist. So it became a negative in my team leaders as far as 
coaches and principals. I know they really loved it and we still speak of it. I still hear 
about it now and I think it was easy for them to come in and it gave them a guideline 
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what to look for. This is what I look for, this is what I see, this is what I don't see. And it 
was, like I said before, it was very systematic. Are the objectives up? Yes. Did you say 
the objectives? Yes. Are the kids responding? Yes. Are they engaged? Yes. It was just 
very easy for them to come and look and say, ‘Bam, bam, bam. You're good,’ or, ‘Bam, 
bam, bam. Not so good.’ So it was very easy for them to use. 
Table 49 
RQ6: Leader’s Approach to Implementation and Ongoing Use of CT4S (IQ7b) 
7b. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. How would you characterize your leader’s approach to the implementation and 
ongoing use of the CT4S? 
 
Group Common Themes 
WestEd 1.  Being political / hands off 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  Lacking content knowledge 
2.  Struggling with competing priorities 
3.  Lacking positivity 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  Checking the boxes 
 
Overall Summary IQ7b # 
 
1.  Being political / hands off 1 
 
2.  Lacking content knowledge 1 
 
3.  Struggling with competing priorities 1 
 
4.  Lacking positivity 1 
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IQ7e asked participants who indicated that CT4S was no longer part of their work, how 
did your leader’s approach to the implementation of the CT4S contribute to the fact that these 
practices are no longer present in your work?  As detailed in Table 50, participants did not 
provide a significant amount of aligned responses to this question; however, one teacher did 
describe the principal as always busy and unavailable.  IPTc1 said, “(The principal) was always 
busy. (The principal’s) office was not always available for you and just to see the overwhelm it 
makes me look for someone else.” 
Table 50 
SQ6: Leader’s Approach to Implementation of CT4S Contributing Practices no Longer Present 
(IQ7e) 
7e. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms. (If CT4S practices are not still present) How did your leader’s approach to the 
implementation of the CT4S contribute to the fact that those practices are no longer present in 
your work? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 
 
1.  No aligned responses. 
Teachers 3-5 (Group b) 
 
1.  No aligned responses 
Teachers 6-8 (Group c) 1.  Appearing busy at all times 
2.  Appearing overwhelmed 
 
Overall Summary IQ7e # 
 
1.  Appearing busy at all times 1 
 
2.  Appearing overwhelmed  1 
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 Interview questions 8a, 8b, and 8e (IQ8a, IQ8b, IQ8e asked participants to recall their 
experience with participation in Professional Learning Communities (PLCs), which was a reform 
element designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction.  Interview question 8a (IQ8a) prompted, describe your experience with the 
implementation of the PLCs.  As specified in Table 51, the researcher found that PLCs were not 
perceived as helpful when they were focused on topics that were not seen as valuable or practical 
to the participating teachers.  
Addressing topics that were not valuable or practical.  IPTc2 shared a perception 
about how the focus of PLCs was impacted by the implementation of the CT4S.   
The PLCs, at first, seemed pretty good. But then I think so many people got focused on 
themselves that I don't think the PLCs really—because they're all worried about their 
own, getting CT4S, that it was almost always about that. And how are you going to do 
that? Not really about this planning of it. So I think the CT4S kind of screwed the PLC in 
the fact that it wasn't effective, because then everybody, that's all they talked about. It 
was horrible. They would talk about, ‘Oh, this, this, and this.’ And then they'd complain 
about the CT4S. And I was like, ‘Well, what are we going to do for quarter two?’ You 
never would get through it. And some of them just think, ‘Oh, that was rough.’ And then 
a couple of the coaches we had were—they would come in, and they were pretty negative 
and just the way they'd handle it. I saw a teacher and one of them getting into a little 
yelling match a little bit about something. I was just like, ‘You're supposed to be the 
coach here, maybe you ought to tone it back a little bit and settle it down and do that one 
on one thing.’ That's just how I would have felt about it. Kind of like if you have a 
problem in the classroom you deal with that kid better if you deal with that kid one on 
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one and say, ‘Alright, we'll talk later.’ Not fighting match with the kid in front of the 
class. I was like, ‘You don't do that with a teacher in front of the teachers either.’ 
IPTb3 also explained,  
Yeah. It was definitely data driven. I mean, you couldn't—they didn't leave much time to 
plan anything but you'd go to a PLC, and it'd be like, ‘Your kids took this test on long 
division and only so many passed, so many got this area, so many got here. What are we 
going to do now? What are we going to—how are we going to get these kids up and…?’ 
So they wanted the numbers to just go up and up and up. We really never got to plan 
anything. And then you're also compared to your coworkers which kind of sucked a lot 
because you're sitting with your friends - because they all are your friends - and you're 
sitting there, and then your class may not have done as well as your coworker and then 
you had to— ‘Well, how come? Well, what happened?’ ‘I don't know.’ I mean, that part 
of it was stressful. We just tried to help each other out as much as we could. I did poorly, 
or I did well, what did you do to—how did you do that? Or what did you do, did you try 
something else? But it just felt like you were compared to your co-workers, and 
sometimes you weren't doing as well, sometimes you were. I just felt like a competition 
all the time, which leads for hard feelings a lot of the time. 
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Table 51  
RQ6: Experience with Implementation of PLCs (IQ8a) 
8a. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction. Describe your experience with the implementation of the PLCs. 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  Struggling with competing priorities 
 
Teachers K-2 (Group a) 1.  Confronting chronically low performance 
2.  Working with a weak team 
 
Teachers 3-5 (Group b) 1.  Focusing on test results instead of valuable discussion  
2.  Shifting facilitation from teacher to coach 
 
Teachers 6-8 (Group c) 1.  Discussing topics that were not valuable 
 
Overall Summary IQ8a # 
 
1.  Discussing topics that were not valuable 2 
 
 
Interview question 8b asked, how would you characterize your leader’s approach to the 
implementation and ongoing use of the PLCs?  As shown in Table 52, only one theme, being 
absent, emerged from among the aligned responses, though participants did not offer comments 
indicating that the absence impacted the implementation of the PLCs.   
Being absent.  IPTb1 explained,  
I don't know. I think (the principal) is kind of far—is, you know (the principal) wants 
these things happening, and they did happen. But it's not like (the principal) came in, sat 
in very many of our meetings, or—talked about the approach. (The principal) made it 
known that it was important that we meet as a team. 
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IPW1 also described an absent leader.   
With (name) it was more political. It was like, ‘The CEO wants to know what's going on 
in. The board wants an update.  The program council wants an update. Can you come in 
and do a presentation or write me a report on how things are going?’ So that was pretty 
much (the leader’s) involvement. (The leader) didn't---that was it. 
Table 52 
RQ6: Leader’s Approach to Implementation and Ongoing use of PLCs (IQ8b) 
8b. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction. How would you characterize your leader’s approach to the implementation and 
ongoing use of the PLCs? 
 
Group Common Themes 
WestEd 1.  Being absent 
2.  Being political 
 
Principals 1.  Teaching about data not PLCs 
 
Teachers K-2 (Group a) 1.  Lacking content knowledge 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  Being absent 
 
Overall Summary IQ8b # 
 
1.  Being absent 2 
 
 
IQ8e asked participants who indicated that PLCs were no longer present in the work, how 
did your leader’s approach to the implementation of the PLCs contribute to the fact that these 
practices are no longer present in your work?  As listed in Table 53, the researcher found that the 
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aligned responses revealed several themes related to the approach taken by leadership to the 
implementation of the PLCs. They included: 
1. Reducing complex practices to a checklist 
2. Taking an impersonal approach	  
3. Lacking content knowledge 
Reducing complex practices to a checklist.  IPP3 explained the perception that, just as 
with the CT4S, the PLC process was aligned to a checklist that was being used to measure 
success and implementation.   
I always had the feeling of the negative aspect of it was, I always had the feeling that they 
had a checklist of what made up a good PLC, and they were looking at that checklist, and 
not looking at the totality of it all, but whatever happened, the follow-up after it, did they 
really get what they thought, you know?  
Taking an impersonal approach.  IPP3 also described the perception that the focus on 
data limited the value of the PLCs,  
They taught me about data talks, they did not teach me about PLCs. Because, like I said, I 
don't know that-- they don't have to be mutually exclusive but the way West Ed did it, 
they have to be mutually exclusive because you have no time for—in 40 minutes, 38 
minutes that they get. 
Lacking content knowledge.  Teachers perceived the importance of having a 
knowledgeable leader to drive the PLC.  IPTa4 explained,  
During the West years, my coach, her experience was primarily in intermediate. So a lot 
of times, we would show up to the PLC and it would be driven by ourselves. She was 
kind of just there as a mediator, moderator, to kind of offer support, but a lot of the topics 
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and what we talked about and what we did in the PLC was definitely driven by us. And 
she was very apologetic, like, ‘I'm sorry. I've never been in kinder. I've never been 
younger than third grade, so I really don't know what it is.’ And I mean, she was very 
straightforward and honest. But same thing with like the data meetings. We kind of had 
to do them on our own, like our own planning, our own ideas type of thing. 
IPTb1 also spoke to the value of the leader’s content knowledge.  
And then I had a new coach come, I think this would be after, and I don't know—she 
didn't have the same—not that she didn't believe in it but she didn't have the same level 
of understanding about math. So I didn't have the same kind of conversations about 
teaching math conceptually. And so I didn't—I don't know what I'm trying to say. So I 
changed.  It just changed. There was less maybe to connect over, less to compel the 
conversation forward.  Yeah. So when the people—the leaders were really 
knowledgeable about the concepts it was really beneficial to me. And I think those kinds 
of trainings or implementations stuck with me because I knew it was something that they 
were knowledgeable about and they cared about it. 
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Table 53 
RQ6: Leader’s Approach to Implementation of PLCs Contributing to Practices No Longer 
Present (IQ8e) 
8e. Teacher participation in Professional Learning Communities (PLCs) was a reform element 
designed to ensure that teachers were both collaborating to plan and using data to drive 
instruction. (If PLCs are not still present) How did your leader’s approach to the implementation 
of the PLCs contribute to the fact that those practices are no longer present in your work? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  Reducing complex practices to a checklist 
 
Teachers K-2 (Group a) 1.  No aligned responses 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  Taking an impersonal approach 
 
 
Overall Summary IQ8e # 
 
1.  Reducing complex practices to a checklist 1 
 
2.  Taking an impersonal approach 1 
 
 
Interview Questions 9a, 9b and 9e (IQ9a, IQ9b, IQ9e) asked participants to recall their 
experience with the systematic use of Common Formative Assessments (CFAs), which was a 
reform element designed to provide teachers with meaningful, frequent information about 
student performance so that they could adjust their instruction for both student remediation and 
enrichment as needed.  IQ9a prompted participants, describe your experience with the  
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implementation of the CFAs.  The themes that emerged, and further detailed in Table 54, from 
the responses included:   
1. Struggling with difficult content	  
2. Not celebrating growth 
3. Testing excessively 
4. Feeling rushed and/or behind and overwhelmed 
Struggling with difficult content.  In reflecting on the CFAs, participants recalled 
experiences related to the implementation of the Common Core standards, as well as the 
challenges of teaching students who are not fluent in English.  These two conditions created for 
some, the perception that the content of the assessments was very difficult and it became a 
struggle for teachers and students.  IPTa1 explained, 
I know that they are reflective of the common core standards, which is necessary but the 
material is so much more difficult and the kids are expected to think in different ways 
than they did with the previous ones. And, whether because of the standards or whether 
it's because of the evaluation system. I'm not exactly sure. But, like I was saying before, 
regardless of the test A, or test B, or the enrich, or whatever, the reteach, the ELD 
(English Language Development) kids are always-- are never going to score as high, as a 
group, as the native English speakers. 
Not celebrating growth.  Related to the perceived challenge of the assessments, were the 
concerns over not being able to show growth on the assessments.  Again, IPTa1 elaborated,  
I can remember saying many, many times, ‘Why can't we celebrate this growth?’ They're 
not going to be at grade level, but why can't we look to see here—and (the principal) is a 
big numbers person. (The principal) is very competitive. (The principal) looks at the 
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scores of the other schools, and (the principal) wants the highest scores which is not a bad 
attribute. But when the odds-- when the cards are stacked against you. You're a second 
language learner, and you're behind the other kids-- the mainstream kids as far as your—I 
know that they're children of poverty as well, and I know that that makes a huge 
difference. But the ELD kids have taken two hits. And so to be asked to perform like the 
native English speakers, I think, is unrealistic, and I wish that we could celebrate the 
growth more. 
Testing excessively.  Another theme that emerged during discussions about the CFAs 
was testing excessively. IPTb3 explained, 
We seem to be testing an awful lot. Like we use it was like you had one skill to teach, and 
you just taught that, taught that, taught that. And then tested, learned the kids that are 
ready to move on and then the kids that weren't. And then small group, retest, give them a 
couple more days to practice the skill a little bit more, and then retest. And then 
hopefully, move on. We did that for so long that that's what I became used to-- I don't 
know if all that testing is good. I don't know if it's bad. I—at the time, it seemed like it 
was excessive because it was so-- everything was so data. We have to have the data. We 
have to have the data. 
Feeling rushed and/or behind and overwhelmed.  IPTc3 explained the perception that 
the testing was setting a pace that was too fast and therefore, overwhelming.   
It was really overwhelming. CFAs were probably one of the biggest stressors, because I 
felt like we were always running a race where you can't catch up, so we were to teach, 
and then give a CFA, look at the data, and while we're doing all of this, continuing with 
the teaching, then do the remediation, and going back. But then it was time for us to give 
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the CFA form B and move on with the lesson so it was very, very—it was hard because 
we were continuously looking at data but the data wasn't really giving me a lot of growth 
because I felt like I was just superficially teaching and just kind of moving on even 
though we had to go back and re-teach. It was not—we never—I felt like I never was able 
to catch up. And a lot of time was also being put into the constant checking, the CFAs 
and scoring them and then inputting that information and so it was just a lot 
Table 54 
RQ6: Experience with Implementation of the CFAs (IQ9a) 
9a. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
Describe your experience with the implementation of the CFAs. 
 
Group Common Themes  
WestEd 1. No aligned responses 
 
Principals 1. No aligned responses 
 
Teachers K-2 (Group a) 1.  Struggling with difficult content 
2.  Not celebrating growth 
 
Teachers 3-5 (Group b) 1.  Testing excessively 
 
Teachers 6-8 (Group c) 1.  Feeling rushed / behind 
2.  Feeling overwhelmed 
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Table 54 (continued) 
 
Overall Summary IQ9a #	  
 
1.  Struggling with difficult content 1	  
 
2.  Not celebrating growth 1	  
 
3.  Testing excessively 1	  
 
4.  Feeling rushed / behind 1	  
 
5.  Feeling overwhelmed 1	  
 
 
Interview question 9b asked, how would you characterize your leader’s approach to the 
implementation and ongoing use of the CFAs?  As indicated in Table 55, the themes that 
emerged from among the perceptions on the leaders’ approaches to the implementation of the 
CFAs included: 
1. Feeling that administrators were unaware of the workload	  
2. Comparing results among teachers and schools 
Feeling that administrators were unaware of the workload.  IPTc3 described the 
workload while also referring to pace and feeling overwhelmed.  
Well, I think the district was expecting them to have us teach and implement this, so they 
were expecting us to do the same thing. I don't know to extent that they understood how 
much work that was and how much time consuming it was for the teachers because there 
was that constant, constant—the fast-pace of teaching. And then given the CFA scoring 
them needing to look at the data and then, just the continuation, it just seems 
overwhelming. And I'm not sure they really were able to understand that, or maybe it 
could be my perception that I couldn't understand or grasp the whole cycle of it. 
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Comparing results among teachers and schools.  The comparison of data from the 
CFAs emerged as a theme and aligned comments have been referenced previously.  Among 
those comments, those that illustrate clearly the impact of the comparison on CFA 
implementation include the remarks of IPP2 who shared a principal’s perception.  IPP2 said,  
We showed the data, we talked about the data explicitly a lot, we knew for each grade 
level where they were with each CFA, we just laid it graphically in our school, we talked 
about it at leadership, we compared site to site, we talked a lot about the 80%? And are 
we getting to the 80%? And why not? And what about the re-teaching and enrich? It was 
very structured and direct as to what we had to do with the CFAs. 
IPTa1 shared a teacher’s perception, “(The principal) is a big numbers person. (the principal) is 
very competitive. (The principal) looks at the scores of the other schools, and (the principal) 
wants the highest scores.  IPTb3 also shared a teacher’s perspective.  
And then you're also compared to your coworkers which kind of sucked a lot because 
you're sitting with your friends - because they all are your friends—and you're sitting 
there, and then your class may not have done as well as your coworker and then you had 
to— ‘Well, how come? Well, what happened?’ ‘I don't know.’ I mean, that part of it was 
stressful.   
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Table 55 
RQ6: Leader’s Approach to Implementation and Ongoing Use of CFAs (IQ9b) 
9b. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
How would you characterize your leader’s approach to the implementation and ongoing use of 
the CFAs? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  No aligned responses 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  Feeling rushed 
2.  Feeling overwhelmed 
3.  Feeling that administrators were unaware of workload 
4.  Comparing results among teachers and schools 
Overall Summary IQ9a # 
 
1.  Feeling rushed 1 
 
2.  Feeling overwhelmed 1 
 
3.  Feeling that administrators were unaware of workload 1 
 
4.  Comparing results among teachers and schools 1 
 
 
Interview question 9e asked participants who indicated that the systematic use of CFAs 
was no longer present in their work, how did your leader’s approach to the implementation of the 
CFAs to the fact that these practices are no longer present in your work?  The participants 
provided no responses that aligned to this question as shown in Table 56. 
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Table 56 
RQ6: Leader’s Approach to how Implementation of CFAs Contributing to Practices No Longer 
Present (IQ9e) 
9e. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student performance 
so that they could adjust their instruction for both student remediation and enrichment as needed. 
(If CFAs are not still present) How did your leader’s approach to the implementation of the 
CFAs contribute to the fact that those practices are no longer present in your work? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a)	   1.  No aligned responses 
Teachers 3-5 (Group b)	   1.  No aligned responses 
Teachers 6-8 (Group c)	   1.  No aligned responses 
Overall Summary IQ9e # 
 
1.  No aligned responses 5 
 
 
Interview Questions 10a, 10b, 10e (IQ10a, IQ10b, IQ10e) asked participants to recall 
their experiences with Math Pathways and Pitfalls, which was a professional development and 
instructional program that was implemented during the partnership to ensure that both students 
and teachers developed a conceptual knowledge of mathematic.  Interview question 10a (IQ10A) 
prompted, describe your experience with the implementation of Math Pathways and Pitfalls.  The 
themes that emerged and presented in Table 57 include: 
1. Struggling to make the program fit	  
2. Questioning that materials were provided by WestEd 
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Struggling to make the program fit.  The supplemental nature of the Math Pathways 
and Pitfalls program made it difficult to fit into the existing curriculum structure, according to 
participants who shared this perception.  Among them, IPP3 who said,  
There was a guy—there was another guy that actually wrote Math Pathways and Pitfalls 
that came in—I can't think of his name, but he's the author of the doggone thing. And so 
he came in, and I think what was good about it at (school)—they didn't mind Math 
Pathways and Pitfalls. It was a matter of fitting it into the curriculum, you know? 
Questioning that materials were provided by WestEd.  Math Pathways and Pitfalls 
materials were developed, published and owned by WestEd and while the funding for the 
purchase of the materials did not come from the district, participants took note of the cost of the 
materials.  Participants shared remarks indicating that they perceived district funds may be going 
directly to WestEd.  IPTa4 explained, 
I remember one of my teammates was really, really upset. We turned the book to the 
back, and the book was $100. And we were like, ‘$100. We could have done something 
else with those $100.’ It was that negative. We were like, ‘We could have brought so 
many crayons.’ 
IPTa1 said,  
The way I remember it is that program was designed as an intervention. It wasn't 
designed as a whole group type of thing, and this might be wrong, too, but the way I 
remember it, it was published by the employees of WestEd. It was their thing. 
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Table 57 
RQ6: Experience with Implementation of Math Pathways and Pitfalls (IQ10a) 
10a. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. Describe your experience with the implementation of 
Math Pathways and Pitfalls. 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  Struggling to make the program fit 
2.  Questioning that materials were provided by WestEd 
 
Teachers K-2 (Group a) 1.  Questioning that materials were provided by WestEd 
 
Teachers 3-5 (Group b) 1.  Struggling to make the program fit 
 
Teachers 6-8 (Group c) 1.  No aligned responses 
 
Overall Summary IQ10a # 
 
1.  Struggling to make the program fit 2 
 
2.  Questioning that materials were provided by WestEd 2 
 
 
Interview question 10b (IQ10B) asked, how would you characterize your leader’s 
approach to the implementation and ongoing use of Math Pathways and Pitfalls?  Participants’ 
responses, as seen in Table 58, focused heavily on the use of materials.  This was confirmed by 
the researcher’s collection of artifacts.  Themes that emerged from this discussion include:   
1. Laminating and hanging posters in the classroom	  
2. Verifying that the posters were hanging in the classroom 
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Laminating and hanging posters in the classroom.  Participants recalled being 
expected by leaders to hang the posters.  IPTa3 said, “I remember when we received the book, 
they made us—we laminate the posters and we put them up.” 
Verifying that the posters were hanging in the classroom.  Participants also recalled 
leaders investing time to ensure that the posters were hanging in the classrooms.  IPTa4 said,  
I remember them coming in and checking to make sure that we were doing it or whatever 
we had to do. And I remember them saying, ‘And make sure you have the posters up. I'm 
going to be looking for the posters.’ So we all went and laminated those posters and put 
them up, so it was definitely—they were looking for it. They were talking about, but I 
don't think our heart as [inaudible] teachers was into it, so we weren't very happy about it,  
IPTa4 also spoke of the experience with expecting that the posters be used.   
And the poster is still laminated somewhere in my room in a pile. And it was really odd 
because, with the poster, I remember the coach was like laminate it, we'll put it up, and 
you have to try the certain things that were on the poster. And it was kind of odd to us 
just because, so you're telling me if I do that, the kids will magically—and it was just so 
odd the way that it was presented to us or the way that it was implemented here. It was 
just full of holes, I suppose. That we were just like, ‘So if I put this poster up it will 
magically happen.’ 
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Table 58  
RQ6: Leaders Approach to Implementation and Ongoing use of Math Pathways and Pitfalls 
(IQ10b) 
10b. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. How would you characterize your leader’s approach to 
the implementation and ongoing use of Math Pathways and Pitfalls? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  Laminating and hanging the poster in the classroom 
2.  Verifying that the posters were hanging in the classroom 
 
Teachers 3-5 (Group b) 1. Possessing (or lacking) deep content knowledge 
 
Teachers 6-8 (Group c) 1.  No aligned responses 
 
Overall Summary IQ10b #	  
 
1.  Laminating and hanging the poster in the classroom 1	  
 
2.  Verifying that the posters were hanging in the classroom 1	  
 
3.  Possessing (or lacking) deep content knowledge 1	  
 
 
Interview question10e (IQ10e) asked, how did your leader’s approach to the 
implementation of Math Pathways and Pitfalls contribute to the fact that these practices are no 
longer present in your work?  As participants responded to this question, two themes emerged 
and are further detailed in Table 59: 
1. Forcing compliance	  
2. Being disconnected 
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 Feeling forced to comply.  As evident in the perceptions about feeling forced to hang the 
posters and refer to them, the perception of forced compliance was reinforced by teachers who 
described their experiences with trying to implement the program over time.  IPTa4 said,  
I mean we had like PLCs. I remember a few PLCs where we had to bring our book and 
talk about the lessons that were in the book, and I remember once or twice they came in 
to see the lesson that was in the book. So they definitely were—their heart was in it so 
they were definitely all for it but just we didn't care for it. 
 Being disconnected.  In the case of at least one teacher, the word disconnect came up 
during the discussion. This was used to describe the teacher’s perception of how the leader was 
not engaged with practices that, in this case, the teacher perceived as somewhat valuable.  IPTb1 
said, 
Okay. I liked it. When I talked to (name) and when I talked to different people that 
helped me with that, I liked it, I found the value in it so I continued to do it or use parts of 
it. But I wouldn't say necessarily that I've had a conversation with (my principal) about it, 
or that (my principal) is why I still sometimes use it.  It's a disconnect, yeah. For me, it 
wasn't about that.  (The principal) doesn't make you do it but he doesn't not make you do 
it. It's because you want to do it.  I want to do it. 
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Table 59 
RQ6: Leader’s Approach to Implementation of Math Pathways and Pitfalls Contributing to 
Practices no Longer Present (IQ10e) 
10e. Math Pathways and Pitfalls was a professional development and instructional program that 
was implemented during the partnership to ensure that both students and teachers developed a 
conceptual knowledge of mathematics. (If Math Pathways and Pitfalls are not still present) How 
did your leader’s approach to the implementation of Math Pathways and Pitfalls contribute to the 
fact that those practices are no longer present in your work? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  Forcing compliance 
 
Teachers 3-5 (Group b) 1.  Being disconnected 
 
Teachers 6-8 (Group c) 1.  No aligned responses. 
 
Overall Summary IQ10e #	  
 
1.  Forcing compliance	   1	  
2.  Being disconnected	   1	  
 
Interview questions 11a, 11b, and 11e (IQ11a, IQ11b, IQ11e) asked participants to recall 
their experiences with development of the curriculum essentials, which included the essential or 
focus standards, pacing guides and unit guides.  The development of the curriculum essentials 
was a reform element designed to ensure that a guaranteed and viable curriculum was established 
and implemented.  Interview question 11a (IQ11a) prompted, describe your experience with the 
implementation of the curriculum essentials.  For this question, only one set of aligned comments 
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emerged (see Table 60).  In the case of one teacher, the use of technology to access the 
curriculum essentials created a challenge.   
Feeling scared of technology requirements.  IPTb3 explained how technology created 
fear and a barrier to implementation.   
I'll tell you it took me forever to figure that out. I don't have the computer skills but over 
the years I've been able to go on a dashboard now, I can look up different tests, I can find 
like what is the layout like, here's where you're supposed to start, here's what we're going 
to teach, the calendars. But for a long time, for years, I had to learn all that. It was scary 
for me. 
Table 60  
RQ6: Experience with Implementation of Curriculum Essentials (IQ11a) 
11a. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. Describe your experience 
with the implementation of the curriculum essentials. 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  No aligned responses 
 
Teachers 3-5 (Group b) 1.  Feeling scared of technology requirements 
   
Teachers 6-8 (Group c) 1.  No aligned responses 
 
Overall Summary IQ11a # 
 
1.  Feeling scared of technology requirements 
 
1 
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IQ11b asked, how would you characterize your leader’s approach to the implementation 
and ongoing use of the curriculum essentials?  As identified in Table 61, there were no aligned 
responses to this question. 
Table 61 
RQ6: Leader’s Approach to Implementation and Ongoing Use of Curriculum Essentials (IQ11b) 
11b. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. How would you characterize 
your leader’s approach to the implementation and ongoing use of the curriculum essentials? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 
(Group a) 
1.  No aligned responses 
 
Teachers 3-5 
(Group b) 
1.  No aligned responses 
 
Teachers 6-8 
(Group c) 
1.  No aligned responses 
 
Overall Summary IQ11b # 
 
1.  No aligned responses 5 
 
 
IQ11e asked, how did your leader’s approach to the implementation of the curriculum 
essentials contribute to the fact that these practices are no longer present in your work?  There 
were no aligned responses to this question (see Table 62). 
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Table 62 
RQ6: Leader’s Approach to Implementation of Curriculum Essentials Contributing to Practices 
no Longer Present (IQ11e) 
11e. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented. (If curriculum essentials are 
not still present) How did your leader’s approach to the implementation of the curriculum 
essentials contribute to the fact that those practices are no longer present in your work? 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  No aligned responses 
 
Teachers K-2 (Group a) 1.  No aligned responses 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  No aligned responses 
 
Overall Summary IQ11e # 
 
1.  No aligned responses 5 
 
 
Interview Questions 12a and 12b asked participants to recall their experiences with 
sustainability visits by personnel from district office and WestEd staff.  The sustainability visit 
was a reform element introduced to ensure continuity of reform implementation across all 
schools and to provide school teams with encouragement and problem-solving support.  
Interview question 12a prompted, describe your experience with the implementation of the 
sustainability visits.  Participants provided a wide range of responses.  As provided in Table 63,   
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the researcher organized the responses that indicated a less than favorable experience into the 
following themes: 
1. Feeling like a failure or violated (caught, told on, hit, slapped)	  
2. Feeling fearful (scared, nightmare, intimidated) 
Feeling like a failure or violated.  In describing the experience of sustainability visits, 
one participant used language that indicated a sense of personal, even physical violation.  To 
convey their perception of the experience, IPTb3 said,  
All your coworkers would say to you, ‘Did you get hit today? Did you get hit today’ And 
they make it sound like it was a great thing. ‘Did you get hit,’ or did you get nailed. ‘Did 
you get nailed?’ If I didn't state the objective, and I didn't state an objective, or that man 
that was sitting at my circle table or wherever he was sitting, now he's taking off that I 
didn't state an objective for what I was doing with these spelling words, and I—so I was 
doing nothing. And he went and told on me. That's feels pretty crappy. 
IPTb3 also said, 
Maybe that was not their intention, to come in and do that or pull you aside afterwards 
and have a debrief, and, well, what do you think went well? Well, I thought it was pretty 
good. Well, have you ever thought that you could take this, do this? I was like, ‘Well, I 
didn't do that. I did it with a bubble map. I did it like this, and that's how I spent the last 
half hour.’ I didn't do it like that. Maybe the next time you see a teacher who's doing 
verbs, she might or he might be doing it that way, but I decided to do it like this today. 
And then you get what feels like a slap on the wrist. 
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Feeling fearful.  IPTb3 also described the experience in terms that conveyed extreme 
fear.   
That was a nightmare. I don't know if I've ever had eight or nine at a time, but there 
would be four or five, six maybe. You'd have (district office staff) and then a couple of 
WestEd people, and then you'd have (the principal) and then (the assistant principal) and 
(the instructional coach). I mean, yeah. It could get up there. And they'd file in and they'd 
sit at the back corner and check to see what, I mean, with clipboards and pens. Yeah. 
IPTb3 also said, 
Oh, man. It was scary at times, very nerve-wracking, very scary. One time, one of the 
guys came and he was just by himself. And he'd come in my classroom and it was a 
Friday or something in the afternoon. And I wasn't really doing a whole lot. My kids had 
finished cleaning out their desks and I was going to play a spelling game with them. That 
man went back and told (the principal) that I was doing nothing that had to do with what I 
was-- what did he say? He just said, ‘I didn't have—it didn't go with anything I was 
supposed to be doing. I was just—it was a Friday afternoon. I was just going to play a 
game with these words that they've been practicing all week. And she went and tattled on 
me and told (the principal) that the teacher wasn't doing—I wasn't doing anything. And I 
was just like—sad I can't even play a large group game with these words with my kids 
because of the WestEd guy who was sitting there.  And then, because I didn't get up and 
blurt all of his objectives that he wanted me to say about what we were doing and put on 
like a show for him. I was just doing what I did on a Friday afternoon with these words, 
and he went and tattled on me, and told my boss that I wasn't doing anything. Of course, 
the principal called me in and asked me, ‘You know, when WestEd is here, you have 
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to—that WestEd is here. You have to change all—it has to be changed.’ I couldn't do 
those. I couldn't do that I remember that so vividly. That was so sad to me, and then I felt 
bad. I got in trouble. And I don't know. That was a hard—that was hard. 
Table 63 
RQ6: Experience with Implementation of Sustainability Visits (IQ12a) 
12a. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support. Describe your 
experience with the implementation of the sustainability visits. 
 
Group Common Themes 
WestEd 1.  No aligned responses 
 
Principals 1.  Being unfocused 
2.  Seeing my leader withdraw from the process 
3.  Challenging WestEd staff to defend actions / views 
 
Teachers K-2 (Group a) 1.  Preferring that the visits not happen at the beginning of the year 
2.  Hearing that visitors were more harsh with other grade levels 
 
Teachers 3-5 (Group b) 1.  Living a nightmare 
2.  Feeling scared 
3.  Feeling caught 
4.  Feeling “told on” 
5.  Discussing who “got hit” after each visit 
6.  Receiving no feedback 
7.  Receiving a “slap on the wrist” 
 
Teachers 6-8 (Group c) 1.  Feeling intimidated 
2.  Feeling like a failure 
3.  Feeling uncomfortable despite being treated kindly 
 
Overall Summary IQ12a # 
 
1.  Feeling punished (caught / told on / hit / slapped / failure) 5 
 
2.  Feeling fearful (scared / nightmare / intimidated) 3 
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IQ12b asked, how would you characterize your leader’s approach to the implementation 
and ongoing use of the sustainability visits?  Participant responses to this question came from 
WestEd staff and principals.  Those responses revealed two themes as specified in Table 64.   
1. Wrestling with other leaders about purpose	  
2. Withdrawing from the process 
Wrestling with other leaders about purpose.  Principals and WestEd leaders both 
described how they found themselves in conflict with other leaders about the purpose of the 
sustainability visits.  IPW1 explained, 	  
What's happened was, my experience from it—I was in a little bit—I’m just being 
transparent, here—in a little bit of a leadership tension between me and (another WestEd 
leader). And (the other WestEd leader) was really leading these, and I wasn't happy about 
how they were being portrayed, because they were being portrayed as compliance and not 
as sustainability.  	  
Even though, according to IPW1, the visits “were being portrayed as compliance and not 
as sustainability” at least one principal expressed a lack of accountability based on experiences 
outside of the sustainability visit. IPP2 said, 	  
I think that the assistant superintendent and superintendent let us get away with some 
stuff because they knew—they could tell the morale in the district and the morale in the 
leadership was struggling as a result of this initiative—I don't know how much true 
accountability there was. You know if we weren't making progress on our rubric, for 
instance. I never had a conversation with the assistant superintendent or the 
superintendent about, ‘your rubric's not getting better.’ Because you'd get four or fives, or 
maybe a three, a couple of sixes in there, but you'd get pretty good scores overall, so 
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you'd get to slide under the wire. You know, you might not be doing this so well, but we 
weren't held so accountable that way. Those upper-level people didn't hold us so 
accountable. 	  
Another principal, in sharing their perception on the visits, described the conflict with other 
leaders around the purpose for the sustainability visits.  In statements that were also referenced 
earlier, IPP3 said, 	  
I found that they came with no idea what they wanted to do for sustainability. I think they 
came in going, ‘Well, it's the fifth of the month, we have go over there. I'll drive over.’ 
And I didn't feel that there was anything greatly prepped. They would ask me to provide 
all the information so I felt it was fair if they would just ask two questions.	  
Withdrawing from the process.  IPP3 reflected on his perceptions of how other leaders 
responded to the sustainability visits.   
One of my experiences was I was so disappointed in two of my colleagues and their 
withdrawal from the entire process which was (the superintendent) and (the assistant 
superintendent). It was just a matter of timing. I mean I respect both of them, love them 
both, but they were out of it and that was unfortunate. That was just clearly sad. 
IPP2 also described leaders withdrawing from the process.   
But I got disappointed in (the assistant superintendent) and (the superintendent) as time 
went on because I felt like they weren't as connected as they should have been.  I don't 
know about the superintendent, the assistant superintendent and what their workload was 
like. I mean, I can only imagine it's insane. Preparing for governing board, trying to train 
and manipulate governing boards, and work with departments, and things like that. But I 
felt like our intensity—like I would have talks with the assistant superintendent from time 
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to time, and we would talk about the bullshit that happens sometimes in education. And I 
felt like, oh. So maybe we can relax a little bit because there are external forces that are 
affecting us and things aren't our fault all the time. And so I thought, ‘Oh, I don't want to 
relax.’ And then I saw the superintendent and assistant superintendent really relax, and 
I'm not disparaging them, but I saw them really relax and I felt kind of disappointed that 
they weren't as on fire as they should have been.  I thought, ‘Oh, that's not good. I don't 
want to be that kind of a person.’ I saw (District Director) who really threw (him / 
herself), I felt, at curriculum instruction and assessment and couldn't really make huge 
gains for whatever reasons. I saw (the District Director) struggle although I saw (him/her) 
work really hard, I saw (him/her) cry and I thought, ‘No matter how hard you work and 
how smart you are, it's still a really tough job to try to get people to think differently 
about, in that case, curriculum instruction and assessment.’ 
Table 64 
RQ6: Leader’s Approach to Implementation and Ongoing Use of Sustainability Visits (IQ12b) 
12b. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and to 
provide school teams with encouragement and problem-solving support. How would you 
characterize your leader’s approach to the implementation and ongoing use of the sustainability 
visits? 
 
Group 
 
Common Themes 
WestEd 1.  Wrestling with other leaders about purpose 
 
Principals 1.  Withdrawing from the process 
 
Teachers K-2 (Group a) 1.  Observing from a distance 
 
Teachers 3-5 (Group b) 1.  No aligned responses 
 
Teachers 6-8 (Group c) 1.  No aligned responses 
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Table 64 (continued) 
 
Overall Summary IQ12b # 
 
1.  Wrestling with other leaders about purpose  1 
 
2.  Withdrawing from the process 1 
 
 
Research Question 6 Summary of Findings 
Participants perceived that while the majority of the reform elements were sustained, 
there were some that were not, and not all people perceived each element to be fully sustained.  
Participants identified specific actions by leaders that detracted from the sustainability of the 
elements.  These actions are categorized according to the following themes that will be discussed 
further in chapter 5: 
1. Approaching the reform element superficially	  
2. Making people feel threatened	  
3. Being absent	  
4. Impacting time negatively	  
5. Impacting wellness negatively	  
6. Overwhelming people	  
7. Not prioritizing 	  
8. Undermining people or the reform element	  
Research Question 7 Findings (IQ13) 
How did the actions of reform leaders affect the Reform Partnership Initiative 
participants’ perceptions of themselves as leaders?  Interview question 13 (IQ13) asked 
participants, in what ways, if any, were your perceptions of yourself as a leader affected by your 
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leader’s actions during the partnership?  The researcher found that this question proved 
challenging for a number of the participants, as it required them to think about themselves, and 
how their leadership changed throughout the partnership.  They then had to think about how their 
leaders’ actions may or may not have contributed to those changes.  
Certain teachers found it difficult to respond to this question because they did not see 
themselves as leaders.  However, among teachers who did see themselves as leader, IPTb1 
expressed the following, 
I mean I know that at my school I'm a leader. I know that I am a good example of how to 
be a teacher, but I'm not like a let me tell you what to do leader. I don't want to come 
across like, ‘This is what you should do,’ but I know that I mean, I obviously allow them 
to grow but I think that I am a leader in the way that you could do my job, I am a 
professional, I work hard, so lead by example I guess would be my hope for what kind of 
leader I would be.   
When prompted by the researcher to think about how the teacher’s leader may have impacted or 
contributed to that view, the teacher continued, 
I think that as a leader, it's really important to be able to explain why you're making the 
changes that you're changing and to be able to be approachable enough that people will 
be able to talk to you if they're not agreeing with it.  I think if you really want to make a 
change, and you want these things to happen, you have to be approachable and to have 
conversations. And just, I really liked the part about everybody having the same 
language. That really was important. I think a good leader is able to create that climate 
where everyone knows what the goals, what the vision is, right? And is able to 
understand why it's important. And I don't know if WestEd was-- to me, they were more 
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like I'm going to tell you what you're doing wrong approach. And I don't think that 
helped get people on board. Because I do think there were a lot of things that I learned.  
A principal also was challenged by the question.  IPP2 had to seek clarification from the 
researcher and restated the question, “…were affected by my leaders…my perceptions of myself 
as a leader affected by my leaders.  How did your leaders influence you?”  Another principal 
(IPP1) had no problem responding to the question, 
Oh my, gosh, so much. Like, in all—all in positive ways. I felt like I was fortunate to 
become a principal the first year of the partnership. And I didn't know what I was doing. 
Thought I was ready to be a principal and realized I really wasn't. And I didn't know 
anything that I was doing. And I felt so fortunate that I had this support. Having this 
coach that helped me with my own learning and developing my own skills, I think was 
critical. I think, helped give me the tools necessary to lead a school. And I wouldn't say 
that we're this amazing, successful school by any means. But we definitely have a lot of 
good things in place to support student learning. And even thought it was a goal, I don't 
know if we would have been an A+ school of excellence without the support of the 
partnership and the coaching that I received throughout the years of my partnership. And 
it wasn't all sunshine and rainbows throughout the partnership by any means, but I 
definitely feel there were so many positives and benefits to me personally as a leader and 
to our teachers and the students. 
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 From all of the varying responses, several themes did emerge about how the actions of 
leaders during the RPI impacted the participants’ own views of themselves as leaders.  The 
themes were: 
1. Feeling trusted/free/autonomous/empowered to be a leader.  	  
2. Feeling pushed to grow and learn	  
3. Feeling a shift in focus from accountability to true learning	  
4. Feeling a shift in focus from accountability to true learning	  
5. Feeling unfulfilled leadership potential (not the leader I could/should be)	  
Feeling trusted, free, autonomous and empowered to be a leader.  Once again, trust 
emerged from among the participants’ responses.  In the case of this question, the impact of other 
leaders trusting the participants’ abilities as leaders arose frequently.  IPW1 described the leader 
that had the greatest influence on IPW1’s work during the RPI.  
(My leader) had full trust in me, and I had full trust in her. It was the autonomy, but it 
was also (my leader’s) thinking. (My leader) was a great thinker. I can bring a problem to 
(my leader) and a challenge to (my leader), and I can get a whole different perspective 
that I never thought about before. And because I got this new perspective now I can go 
try something else new and to see how it would work. And I it had the space to do that. 
My leader was a great mentor.  My leader allowed me to do things and who knows? I 
don't know. I haven't had a leader like her since and I don't have one now like that. 
IPP3 described how leaders provided assistance throughout the RPI in allowing IPP3 to maintain 
long-standing and cherished professional values, as well as provided tools to really make a long-
term difference.  
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I think I held true to what I valued about education, people, teaching, all those things. 
And I held true to those core beliefs, and no matter what WestEd did, I wouldn't concede 
an iota of those. And I think yeah, I could. If asked, I could supply, not data, but research 
that would show those belief systems that I have are valid in concern. And that meant a 
lot to me because if I would've had them do it all, I'm afraid that I would've thought the 
minute they walked away, I'm going to fail. I'm going to fall apart. My opinion was, 
they've given me some tools. Now if they get out of my way I can do better.  And that's 
what happened. 
IPTc1 recalled a similar experience when challenged by a leader to consider his own potential 
impact as a leader. 
I remember (the principal) telling me when he came to (the school), that's the year I 
transitioned from PE to middle school. And he told me, ‘You've been here longer than 
me. And I see you. My goal is to see you become a leader in middle school.’ And I 
remember his words because now, after a few years, my teachers are asking me questions 
because they know I've been here longer than them. I think that probably (my principal) 
is going to be right on that one, because now I'm the one they're asking questions, instead 
of me asking them questions. I know how the school works. I know what the principal 
wants us to do. And I touch base with my teaching team. And I'm not asking them to do 
any extra.  I'm just checking how they're doing. 
Feeling pushed to grow and learn.  IPTa1 expressed thoughts about the role IPTa1 
played as a learner and the work that IPTa1 did to push others to grow and learn as well.  
I think I felt that as a leader that I should learn and I wanted to—I dislike it when people 
say, ‘Oh, I'm not going to do that. They don't know what they're talking about.’ Everyone 
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can learn, and like I said before, if this was going to be the magic elixir that was going to 
help us then I'm all aboard. But I felt like I would share my opinion that, ‘Let's just try it. 
Let's do what they say. I know that they're not nice. They don't speak to us correctly but 
there are some things that we can pull from that. There are some things that I didn't agree 
with but let's just try it.’ And most of the teachers that I talked to, at the time, they were 
like, ‘Okay, well, let's try—‘ 
Feeling a shift in focus from accountability to true learning.  IPP1 described the shift 
that happened when as a leader IPP1 was able to make a critical shift.   
The best part was when we were able to shift the conversations from accountability 
conversations to real, focused teaching conversations with teachers about kids and 
learning and that shift in doing it out of compliance to doing it because it's what's best for 
kids and allowing us to have whole different reflective conversations about what's 
happening in classrooms. That's still my favorite part. I love when teachers are super 
reflective and they come to me with, ‘This didn't work out well and I've already thought 
of all the reasons why,’ and what they're going to do differently and I don't have to do 
anything. Just listen. 
Feeling unfulfilled as a leader.  Not all leaders expressed fulfillment in the way that 
their leaders’ actions impact their perceptions of themselves.  IPP2 reflected, 
I guess I'm just a little, at least a little bit disappointed in myself that I can't—that I'm 
not—I don't want to say can't. I'm critical of myself, so I want to say can't, but I know I'm 
not supposed to, but that I can't be a better leader than I am. A stronger leader, more 
revered by the staff members, more motivating to the staff members. I feel like I've kind 
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of gotten like (the Assistant Superintendent) and (Assistant Superintendent) over the 
years, and I've made excuses for myself. But I'm not always like that. 
IPTa4, who most closely identified fellow teachers as leaders throughout the RPI said, 
It was a tricky time. I remember at the beginning, I was around really, really, really 
strong people, strong teachers. It was one of those when I said, ‘When I grow up, I want 
to be you. I want to be you. I want to be you.’ And I was just amazed by all these 
awesome teachers. And as WestEd came in, and I saw them break my friends down and 
tell them that they weren't as awesome as my little twinkly eye saw them. And it got to 
the point where I saw my little heroes crying, and it really broke my heart to see them 
cry, to see them leave the district, to see them leave teaching. So it went from a high 
point of seeing these awesome teachers, to a low point where I saw these people I 
admired and I wanted to be, no longer want to do this because of what was going on. And 
then as we started coming out of it new teachers came in, different perspectives, and they 
hadn't been a part of the partnership since the beginning, and so they had a different 
outlook, and it was back to the happy place. So it got kind of dark there for a while, and it 
was really sad to know that all these people that I really loved and who I aspired to be 
were told they weren't great, and it made me feel like well, I see greatness in them, what 
am I seeing that they're—what am I not seeing? It kind of made me feel bad for my 
teaching because I saw their great teaching, and their great teaching wasn't great, so what 
does that say about me? So it put me down seeing them fail, so it was really disheartening 
at some points. 
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Table 65 
RQ7: Perception of Self as a Leader Affected by Leader’s Actions During Partnership (IQ13) 
IQ13. In what ways, if any, were your perceptions of yourself as a leader affected by your 
leader’s actions during the partnership? 
 
Group Common Themes 
 
WestEd 1.  Giving me freedom and autonomy 
2.  Allowing me to tell the story 
3.  Trusting me 
 
Principals 1.  Pushing me in different ways to grow and learn 
2.  Shifting focus from accountability to real teaching and learning 
3.  Strengthening my core beliefs 
4.  Opening me up to try and test new things 
5.  Feeling disappointed that I can’t be a better leader  
 
Teachers K-2 (Group a) 1.  Helping me recognize the importance of data 
2.  Becoming disheartened  
3.  Opening me up to try and test new things 
 
Teachers 3-5 (Group b) 1.  Making me feel like a leader  
2.  Allowing me to see the value of conversation in creating 
understanding 
3.  Realizing I need to be more involved as a leader 
4.  Reinforcing fear of change 
 
Teachers 6-8 (Group c) 1.  Losing confidence in myself 
2.  Feeling like I am not a leader though my leaders want me to be 
 
Overall Summary IQ13 # 
 
1.  Feeling trusted / free / autonomous / empowered to be a leader 
 
4 
2.  Feeling pushed to grow and learn 3 
 
3.  Feeling a shift in focus from accountability to true learning 2 
 
4.  Feeling unfulfilled leadership potential (not the leader I could / should be) 2 
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Research Question 7 Summary of Findings 
Participants felt that their leaders’ actions during the RPI did have an effect on their own 
self-perceptions as leaders.  For some participants, the aligned interview question related to this 
research question was difficult to respond to because it required a level of self-reflection and 
analysis that was not present in the other interview questions.  While some participants did not 
identify themselves as leaders, most did.  Those who identified as leaders shared that their 
leaders’ actions had impacted them by creating within them a feeling of being trusted, having 
some autonomy and a sense of being empowered to lead.  Participants also felt that their leaders 
pushed them to grow and learn as leaders.  In addition, participants indicated that their leader 
caused them to shift their focus away from accountability driven leadership to a leadership style 
focused on true learning.  Also present among a minority of participants was the perception that 
they were not fulfilled as leaders and that their leaders had not been able to help them fully 
realize their leadership potential.     
Summary 
 To collect data for this study, the researcher interviewed 16 educators who participated 
fully in the RPI during all of the years when it was active.   Study participants included 3 WestEd 
staff, 3 principals and 10 teachers.  The researcher concluded that participants perceived the 
goals and their leaders very differently depending on the role each participant had in the 
partnership.  The researcher also concluded that participants perceived many of the reform 
elements introduced during the partnership as sustained, even though their implementation may 
look dramatically different than it did during the height of the RPI.  Further, the researcher 
concluded that specific leadership actions contribute to the sustainability of reform elements.  
Conversely, the researcher also found that there are leadership actions that are perceived as 
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detracting from the sustainability of reform elements.  Finally, the researcher concluded that 
leaders did have a perceptible impact on the participants’ own self-perceptions as leaders.  
Chapter 5 will provide a more in-depth discussion of the researcher’s findings as well as 
implications for practice and recommendations for future studies.   
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Chapter 5 
Summary, Conclusions, Implications, and Recommendations 
Introduction 
 This qualitative, intrinsic case study responded to gaps in the literature about how to 
effectively sustain comprehensive reforms.  The researcher sought to build upon Hargreaves and 
Fink’s (2004) work on sustainable leadership to clarify and provide examples of sustainable 
leadership practices by closely examining the perceptions about leadership that emerged among 
participants in a long-term comprehensive reform partnership. 
There is much in the scholarly literature about comprehensive reform and its effects.  In 
addition there is also significant research about school reform leadership.  However, there 
existed no qualitative case study to describe how leadership practices actually impacted the 
sustainability of a reform initiative.  This study gathered, closely examined and described 
sustainable leadership practices as perceived by those who participated in a one of a kind reform 
that brought together three unique entities in partnership to create meaningful and lasting change 
for the children of Central Elementary School District 
Summary of the Study 
 Sixteen educators who were participants in the RPI since 2008 were interviewed for this 
study.  The group of educators included four teachers from grades Kindergarten through two, 
three teachers from grades three through five, three teachers from grades six through eight, three 
principals, and three WestEd staff members.  All participants in the study were interviewed using 
the same set of interview questions.  The participants’ responses were organized and analyzed 
using a process of holistic coding to gather perceptions about sustainable leadership as 
experienced during the RPI.   
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Summary of Findings and Conclusions 
 Seven research questions framed this study.   This section includes references to the 
participants’ responses and reflects the outcomes found in Chapter 4.  The findings are also 
related to the scholarly literature reviewed in Chapter 2 and the conceptual framework referenced 
in Chapter 1.   
Research question 1.  What did participants perceive the goals of the Reform 
Partnership Initiative to be?  
The researcher used statements about the perceived goals of the RPI, the perceived 
effectiveness of the RPI as well as sources of evidence cited by study participants’ to answer this 
research question.   
Perceptions about the goals of the RPI varied among participants depending on their role. 
Overall, the researcher concluded that participants perceived the goals of the RPI to be as 
follows: 
• Improve curriculum, instruction and assessment systems	  
• Foster adult learning 	  
• Improve student achievement 	  
• Address external mandates	  
Teachers consistently agreed that the primary goal of the RPI was to address external mandates.  
Teachers did not indicate that they perceived increasing student achievement as a goal. They 
cited needing to improve school labels and remove the failing status of the district as evidence 
for their conclusions.  Principals however, consistently indicated that the goal of the RPI was to 
increase student achievement.  One principal acknowledged the additional goal of fostering adult 
learning.  WestEd staff members varied most in their description of the goals.  They indicated 
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that improving curriculum, instruction and assessment systems as well as increasing student 
achievement, fostering adult learning, and addressing external mandates were all goals of the 
RPI.  Some WestEd staff and teachers shared the perception that the goals were unclear.  Given 
the number of goals that emerged from the interviews and the varied perspectives on the goals 
based on role, it is evident that the overall set of goals was not have known or shared by all 
participants in the RPI.   
 Research question 2.  Who did participants in the Reform Partnership Initiative perceive 
as the leaders of the reform?   
The researcher used statements about who the participants perceived leaders to be as well 
as statements about those leaders’ attributes to answer research question 2.  The researcher 
concluded that the following people were perceived as being the primary leaders during the RPI: 
• Site principals	  
• WestEd project directors	  
• Site instructional coaches	  
Teachers primarily identified those who had positional or supervisory authority as 
leaders.  Teachers identified their site principal as their leader, except in the case where a 
principal became terminally ill during the RPI and was replaced by an interim principal.  In that 
case, teachers identified the site instructional coach and the assistant principal as leaders.  In 
contrast, the principals’ remarks indicated a diverse set of perceived leaders that did not include 
anyone with positional or supervisory authority over their work.  Principals identified WestEd 
coaches and WestEd project directors most consistently as the leaders of the RPI.  WestEd staff 
perceived the greatest variety of leaders that included a mix of those in positional authority over 
their work as well as advisory or consultative roles.  The members of the WestEd staff cited 
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themselves, their CEO, their board members, and project directors as well as site principals and 
district administrators as leaders of the RPI. 
This diversity of perceptions about who the leaders were was attributed to the wording of 
the interview question which asked participants to identify their leader, as opposed to the leader 
or leaders of the partnership overall.  This is also possible due to the conflation of both 
administrative and non-administrative roles that fit under the broad definition of leader provided 
by the interview question.  However, it is notable that no specific person or group emerged as 
providing primary leadership across the roles. Given the prominent role played by WestEd staff, 
the fact that district and site roles emerged as the primary leaders of the RPI is significant.   
The researcher also concluded that those who were perceived as leaders possessed the 
following shared attributes: 
• They had the ability to make concepts relevant, practical and hands on 
• They possessed relevant content knowledge and experience 
• They had the ability to create nurturing and/or supportive relationships 
These perceived attributes were present among participants regardless of whether they were 
WestEd or district staff members. 
 Research question 3.  Which reform elements did participants in the Reform Partnership 
Initiative perceive as sustained?   
The researcher analyzed statements made by study participants that described how 
evident they perceive seven specific elements of the RPI to be in their present work.  In coding 
the responses, the researcher looked for language that to indicate that the element was still 
evident in some manner.  The researcher also looked for language that aligned the definition of 
sustainability in Chapter 2.  The researcher concluded that the following elements of the RPI 
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were sustained, despite the fact that their current iteration may have evolved from how the 
element was originally implemented: 
• Frequent classroom observations	  
• Instructional Practices to Support all Learners (CT4S)	  
• Teacher participation in professional learning communities (PLCs)	  
• The systematic use of common formative assessments (CFAs)	  
• The development of curriculum essentials	  
The fact that participants’ perceptions indicate that five of the seven elements have been 
sustained is significant given that the RPI formally concluded in the spring of 2014.  This 
indicates that the elements that were introduced are still being used in the schools and classrooms 
to some degree.  The participants did describe how the practices have been adapted and their 
implementation has become more flexible since the RPI concluded.  Most participants agreed 
that the increased flexibility and focus was necessary given changes to the standards and needs 
of the schools. Participants also indicated that the increased flexibility was appreciated and 
valued.    
 Research question 4.  Which reform elements did participants in the Reform Partnership 
Initiative perceive as not sustained?   
As with research question 4, the researcher used statements made by study participants to 
describe how evident seven specific elements of the RPI were in their work today.  The 
researcher analyzed the statements looking for language to indicate that the elements were no 
longer evident.  In addition the researcher looked for language that was contrary to the definition 
of sustainability in Chapter 2.  The researcher concluded that the following elements were not 
sustained due to the fact that the majority of study participants indicated that the elements were 
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either minimally or not at all evident in their work.  In some cases, study participants also 
indicated that these elements were not aligned to their current projects or assignments: 
• Math Pathways and Pitfalls 
• Sustainability visits 
Teachers did indicate that they were still in possession of the materials from the Math 
Pathways and Pitfalls program.  In several cases, the researcher was able to see the materials and 
entered them as artifacts, both photographically and in the field notes taken during the 
interviews.  Teachers also indicated that they referred to some of the practices that were part of 
the Math Pathways and Pitfalls program.  However, these descriptions did not indicate that the 
practices were still “a routine and effortless part of most teachers’ practice” (Hargreaves and 
Goodson, 2006, p.5). 
There was considerable agreement among all participants in the study that sustainability 
visits were no longer evident.  Participants described both a lack of support at the district level as 
well as changing internal leadership structures as being responsible for the fact that this element 
was not sustained.  WestEd staff still described a high level of support for the practice and 
indicated that it was essential for school transformation to occur in a systemic manner.   
 Research question 5.  What actions of reform leaders did the Reform Partnership 
Initiative participants perceive as having contributed to the sustainability of reform elements?   
 To answer research question 5, the researcher asked participants to reflect on seven 
specific reform elements that were introduced during the RPI and describe their experience with 
the element, their leader’s approach to the implementation of the element, and in cases where the 
participant indicated that the element was still evident, how their leader’s approach to the 
implementation of the element contributed to the sustainability of that element.  The researcher 
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analyzed the participants’ responses using a multi-step holistic coding process. The researcher 
ultimately found 37 leadership actions that were perceived by participants to contribute to the 
sustainability of the reform elements.  The researcher then organized those actions into seven 
themes.  The researcher concluded that the following categories of leadership actions contributed 
to the sustainability of reform elements during the RPI: 
1. Establishing and communicating expectations about the reform element	  
2. Creating opportunities for people to deeply learn about the reform element	  
3. Appreciating, encouraging, being positive and supporting people and the reform 
element	  
4. Working collaboratively with people to implement the reform element:	  
5. Making the reform element practical now and in the future	  
6. Trusting people to work with and make sense of the reform element	  
7. Using data to inform people about the element, its implementation and effects	  
Each of the following leadership action categories is indicated by the set of aligned individual 
actions beneath.   
Establishing and communicating expectations about the reform element. 
1. Having common expectations for instruction	  
2. Establishing expectations for professional practice	  
3. Establishing and knowing parameters and expectations for learning	  
4. Establishing priorities and having high expectations	  
5. Communicating expectations about and the value of the element	  
6. Providing consistency, direction and flexibility	  
7. Expecting the use of the element	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8. Providing advance notice to staff when the element is going to be observed	  
Creating opportunities for people to deeply learn about the reform element. 
1. Investing time and helping participants build their own deep understanding	  
2. Providing opportunities to learn	  
3. Trusting staff to set the agenda within the reform element	  
4. Providing training, modeling and making it practical	  
5. Modeling with adults first and learning together	  
6. Feeling open to, seeking and valuing feedback	  
7. Building competence through preparation	  
Appreciating, encouraging, being positive and supporting people as well as the reform 
element. 
1. Taking the reform element seriously	  
2. Being supportive and encouraging	  
3. Being positive and supportive	  
4. Appreciating the element and associated training	  
5. Appreciating the materials and encouraging their use	  
6. Praising, being positive and encouraging	  
Working collaboratively with people to implement the reform element. 
1. Working to make the element collaborative and focused on learning	  
2. Engaging in dialogue to build shared understanding	  
3. Modeling with adults first and learning together	  
4. Engaging in dialogue to build shared understanding 
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Making the reform element practical now and in the future. 
1. Providing input, modeling and helping	  
2. Providing training, modeling and making it practical	  
3. Making data useful	  
4. Making the element feel routine	  
5. Focusing on standards	  
6. Building capacity and tools to support future work	  
Trusting people to work with and make sense of the reform element. 
1. Trusting staff to implement the reform element	  
2. Trusting staff to support each other 	  
3. Trusting others to implement, be accountable and fix mistakes	  
4. Trusting providing autonomy and flexibility	  
Using data to inform people about the element, its implementation and effects. 
1. Looking at data	  
2. Using data	  
3. Making data useful 
 Research question 6.  What actions of reform leaders did the Reform Partnership 
Initiative participants perceive as having detracted from the sustainability of reform elements?   
To answer research question 6, the researcher analyzed participants’ reflections on the 
seven elements of the reform to gather information about their experience with the element, their 
leader’s approach to the implementation of the element, and in the cases when the participant 
indicated that the element was not sustained, a description of how their leaders’ approaches to 
the implementation of the element contributed to the fact that the element was not present in the 
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participants’ work.  After completing the analysis using the same holistic descriptive coding 
method described for question 5, the researcher found 31 specific leadership actions that 
participants perceived to have detracted from the sustainability of the reform elements in some 
way.  The researcher once again organized those leadership actions into themes and concluded 
that overall, there were eight leadership action categories that participants perceived as detracting 
from the sustainability of the elements of the RPI.  Those leadership action categories were: 
1. Approaching the reform element superficially	  
2. Making people feel threatened	  
3. Being absent	  
4. Impacting time negatively	  
5. Impacting wellness negatively	  
6. Overwhelming people	  
7. Not prioritizing 	  
8. Undermining people or the reform element 
Each of the following leadership action categories is indicated by the individual leadership 
actions listed beneath: 
Approaching the reform element superficially. 
1. Forcing compliance	  
2. Reducing complex practices to a checklist	  
3. Taking an impersonal approach	  
4. Lacking content knowledge	  
5. Struggling with difficult content	  
6. Struggling to make the element fit	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7. Questioning the source of materials	  
8. Laminating and hanging posters in the classroom	  
9. Verifying that posters are hanging in the classroom 	  
10. Being unaware of the workload	  
11. Testing excessively	  
12. Addressing topics that are not valuable or practical 
Making people feel threatened.  
1. Comparing results among teachers and schools	  
2. Feeling attacked or picked on	  
3. Feeling fearful	  
4. Feeling like a failure or violated	  
5. Impacting prior knowledge and experience negatively	  
6. Feeling made to stupid  / undermined in front of students 
Being absent. 
1. Withdrawing from the process	  
2. Being disconnected 
Impacting time negatively. 
1. Feeling rushed and/or behind and overwhelmed	  
2. Feeling rushed and/or behind and overwhelmed 
Impacting wellness negatively. 
1. Impacting wellness negatively	  
2. Not celebrating growth	  
3. Impacting sensibilities negatively 
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Overwhelming people. 
1. Feeling rushed and / or behind and overwhelmed	  
2. Feeling overwhelmed / contributing to feelings of overwhelm 
Not prioritizing.  
1. Wrestling with other leaders about purpose	  
2. Struggling with competing priorities 
Undermining people or the reform element. 
1. Impacting prior knowledge and experience negatively	  
2. Feeling made to look stupid  / undermined in front of students	  
Research Question 7.  How did the actions of reform leaders affect the Reform 
Partnership Initiative participants’ perceptions of themselves as leaders?   
This question proved one of the more challenging questions for participants to respond to.  
The question asked participants to consider whether or not they perceived themselves as leaders.  
Then, the participants had to consider in what ways, if any, their leadership had changed during 
the RPI.  They then had to reflect on whether or not their leaders’ actions had contributed to 
those changes in any way.  After reviewing participants’ responses to this question, the 
researcher found that not all participants identified themselves as leaders and that teachers were 
least likely to identify themselves as leaders.  However, among participants who did identify 
themselves as leaders, which included teachers, principals and WestEd staff, they all perceived 
that their leaders’ actions had impacted their own perceptions of themselves as leaders in some 
way.  
Feeling trusted, autonomous and empowered to lead.  Participants who perceived 
themselves as leaders consistently agreed that at some point during the RPI their leader trusted in 
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them to lead effectively or to work independently. They also agreed that they had been 
empowered by their leader through opportunities to learn or deepen their understanding.  They 
further agreed that their leader had given them some level of autonomy in their role.     
Feeling pushed to grow and learn.  Participants who perceived themselves as leaders 
also indicated that during the partnership their leaders had pushed them toward new learning.  
This learning was in a variety of areas including instruction strategies, content and leadership 
practices around coaching and professional development.   
Feeling a shift in focus from accountability to true learning.  Some principals indicated 
that their leaders helped them move beyond an initial focus on accountability toward a more 
comprehensive view of teaching and learning.  For one principal, the shift occurred gradually 
through the coaching process and through conversations about classroom observations and 
practice.  For the other principal, the shift occurred as the principal resisted the impact of what 
were perceived as external forces that sought to change fundamental beliefs about teaching and 
learning.  In both cases, the principals emerged with a new understanding about teaching and 
learning even as the high-stakes and high-accountability context in which the RPI ultimately 
concluded.   
Feeling as though leadership potential was unfulfilled.  Both a principal and a teacher 
indicated some degree of dissatisfaction or lack of fulfillment of leadership potential.  The 
principal acknowledged the desire to do better and to be more effective as a leader.  The teacher 
reflected on the words of a former principal who asked the teacher to become a leader among the 
teacher’s peers.  However, even as the teacher initially reflected that the teacher was not a leader, 
the teacher began to see how the teacher’s role had changed.  The teacher now provided 
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leadership to middle school colleagues and provided regular guidance on instructional needs.  
The teacher committed to doing more to actively provide leadership in a collegial capacity. 
Implications for Practice 
 Hargreaves and Fink (2004) wrote, “Education leaders want to accomplish goals that 
matter, inspire others to join them in working toward those goals, and leave a lasting legacy 
(p.9).   The implications for this study are significant for education leaders seeking to accomplish 
goals that matter.   
Ensure clarity of goals and communicate goals consistently.  This study revealed that 
participants in the RPI viewed the goals very differently.  These differences in views tended to 
be based on the role of the participants’ in the partnership.  This illustrates the importance of 
ensuring that goals are clear, understandable and communicated with great consistency 
throughout an organization.  The task of communicating these goals becomes increasingly more 
complex as a reform involves more stakeholders and elements.  However, developing 
communications tools such as websites, email messages and newsletters can help with providing 
a consistent opportunity to communicate about the goals of a complex reform.  Personal loop 
outs from upper level administration can also provided valuable opportunities for dialogue to 
occur among people who have a variety of roles in a reform.  This type of open communication 
and visibility can help to ensure greater consistency of understanding about the goals and 
rationale of a reform.      
Develop leadership at all levels.  One of the significant findings of this study is that 
leadership does not always equate to having positional or supervisory authority.  Leaders are 
those who establish learning centered priorities, provide opportunities for others to learn, 
encourage and support others in their work, work alongside others, collaboratively and 
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practically as they learn, and trust others to succeed.  Therefore, it is important for all within 
education to understand and accept that as an educator, they have a leadership role.  Educators 
need to realize that someone is looking at them for leadership at all times. 
Classroom teachers provided the majority of the perspectives in this study because 
classroom teachers have some of the most significant leadership power in any reform.  
Classroom teachers can work with each other and their administrators to ensure that priorities for 
reform are collaboratively developed, clearly communicated and kept alive through regular 
engagement and data informed progress monitoring.  Classroom teachers can also be a 
significant source of encouragement and positivity for each other, their administrators, their 
students and their community as they work to guide future reforms and seek to accomplish goals 
that matter.   
Establish priorities and set expectations in a collaborative manner.  School principals 
also have significant power to make or break a reform.  Some of this power comes from their 
ability to establish priorities and expectations. This does not mean that they can or should dictate 
what the priorities and expectations should be.  Rather, by working collaboratively with teachers 
and others to develop a shared set of priorities and expectations, the school principal will be able 
to help everyone know how best to focus their leadership within the context of a reform.   
District-level leaders, while not playing a key role in this study, can also be critical in the 
process of creating and implementing successful reform.  Again, by acting as leaders to establish 
priorities, helping others to learn and by providing support, guidance, and encouragement, 
district leaders can be very important.  They are in the unique position to stand in the role of 
reform planning facilitator to ensure that reforms are well developed, planned, communicated 
and monitored.   
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Plan strategically for reforms to succeed.  This strategic planning role cannot be 
overlooked in the context of a complex reform, especially given the fact that everyone involved 
has a leadership role to play.  Someone, or a group must be responsible for acting as the leader of 
the reform.  This person or group must be equipped with sufficient perspective to view the entire 
reform comprehensively and plan for its implementation and communication across stakeholder 
groups.  The most logical place for this particular type of leadership is at the district level 
because of the inherent responsibility to provide oversight and support for multiple schools 
within a district.    
And finally, for organizations such as WestEd that provide external support services to 
schools and districts globally, the implications for practice are also significant.  Providers of 
external support services can use this information to build the capacity of their executives, 
directors and school coaches to work more collaboratively to establish clear leadership roles, 
goals and communications methods to support future projects.  Providers of external support 
services are in a precarious position when coming in to any kind of school or district that is in 
need of support.  The danger in that work is that the internal stakeholders, the teachers, principals 
and district administrators, can cede leadership of the reform to the external providers.  This not 
only reduces the short-term workload on the internal stakeholders, but it can also provide them 
with someone to blame for the challenges that consistently arise during a reform project such as 
the RPI.  This is a seductive combination when the stakes are high. 
When leadership is under developed and under shared during a reform, the end result will 
very likely be that those who are supposed to sustain it after the external support is withdrawn 
may not own the reform.  In those cases, the financial resources, time, energy and effort invested 
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are not wasted, but they will not have the long-term effects that they could have had, had there 
been leaders skilled in sustainable leadership practices to guide the reform.  
Recommendations for Future Studies 
This qualitative, case study provided insights into the perceptions about leadership among 
participants in a long-term comprehensive reform partnership.  This study examined RPI, a 
unique reform partnership that merged the funding resources of the Ellis Center for Educational 
Excellence, with the technical expertise of WestEd to create a model for public / private 
partnerships that could support school district transformation.   Through this study, the 
researcher sought to describe the leadership factors affecting the sustainability of reform 
initiatives implemented during the partnership.  While though this study, the researcher was able 
to describe leadership factors that contributed to the sustainability of reform, the study also 
raised new questions about leadership both within and outside of the RPI.  As a result, the 
following recommendations may be used to guide future research about how to effectively 
employ sustainable leadership practices to effectively lead future comprehensive reform 
initiatives. 
Expand to include other reform initiatives in larger systems.  Data collected for this 
study were from a small sample of educators who were involved in the RPI, which included only 
one Arizona school district.  By replicating this study with staff from WestEd and educators from 
another district that is engaged in implementing a reform initiative, specifically a district that is 
larger, the possibility exists that additional insights would be revealed in the perceptions of a 
larger group of staff who experienced reform from within a different local context.   
Investigate the perceived impact of reform and sustainable leadership among 
participants with native languages other than English. Several of the participants in this study 
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were educators who had received their own education outside the United States.  Many of those 
educators described how their own understanding of English impacted how they experienced the 
RPI.  In hearing the descriptions of these educators, the researcher realized that there were 
qualitative differences in the perceptions of participants who were non-native speakers of 
English as compared to their counterparts who were native speakers.  These differences 
suggested that culture and language may play a role in shaping an educator’s perceptions about a 
reform.  A future study to examine how perceptions about leadership differ among native and 
non-native speakers of English could provide valuable insights about how to more effectively 
provide sustainable leadership in an organization with a linguistically and culturally diverse staff 
community. 
Include the perceptions of superintendents and district leaders.  This study, by 
design, excluded the perceptions of superintendents and district-level leaders.  This was done to 
minimize the limitations of the study related to the researcher’s role as a sitting principal whose 
work was overseen by the superintendent at the time.  However, by replicating this study and 
including the perceptions of superintendents and district-level leaders, a researcher could gather 
more specific information about how to effectively provide sustainable leadership at the district 
level.  
Include the perceptions of students. Several of the teachers who participated in this 
study referred to their experience with students’ perceptions during the RPI. While student 
perceptions were outside the scope of this research, a future study to examine the perceptions of 
students who experienced RPI may provide additional information about how students perceive 
sustainable reform leadership.  A researcher could also introduce a quantitative element to such a 
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study to examine if there are any notable achievement differences among students relative to 
their experiences with the RPI.   
Conclusions 
Actual findings differ from anticipated findings.   Upon concluding this study, the 
researcher was inspired by the findings, which were significantly different than those that were 
initially anticipated by the researcher.  As a participant in the RPI himself, the researcher 
expected study participants to express perceptions similar to his own.  By examining the 
perceptions of multiple participants who held a variety of roles in the RPI, the researcher was 
able to identify a broader set of goals, a wider range of leaders, and a richer set of attributes to 
define sustainable leadership than those that the researcher held prior to the study.   
Perception is highly individualized and role driven.  The realization that the study 
resulted in new learning for the researcher highlighted the notion that all people perceive their 
experiences in unique ways that are highly based on their own roles.  This is important for all 
education leaders to recognize.  Not all participants in a reform perceive the reform in the same 
way that the leader does.  As a result, leaders need to engage in constant cycles of dialogue with 
participants, specifically for the purpose of checking perceptions about new initiatives as well as 
existing, systems, structures and projects.      
Superintendent leadership was notably absent.  The researcher found it notable that 
the leadership of the superintendent was absent from participants’ perceptions.  Only one study 
participant explicitly perceived the superintendent as playing a key leadership role.  This finding 
calls into question the work of Marzano and Waters (2006) discussed earlier in chapter 2. 
Marzano and Waters concluded that there were key roles for superintendents and district-level 
leaders working to implement reform in their systems.  Much of what Marzano and Waters 
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concluded indicated that superintendents and district-level leaders could play an active, hands on 
role to focus goals and align resources.  In this study, the researcher did not find that the 
superintendent and other district level leaders did not do those things.  Rather, this study reveals 
that for at least the study participants, the role of the superintendent was not perceived as having 
a significant leadership influence.  This finding underscores the importance of recurring cycles of 
dialogue among leaders and participants at all levels to check perceptions about the complicated 
work of reform and to ensure that there is a clear and shared understanding about the goals, roles 
and evidence of impact being examined during any systematic change process.   
Leadership need not be perfect to make and sustain changes that matter.  This study 
included educators who did more than simply participate in a reform project that was put into 
place to change school accountability labels.  The educators in this study are also leaders who 
modeled a personal commitment to children’s learning as well as their own.  The educators in 
this study also modeled the tenacity, perseverance, commitment and hope that are the 
cornerstones of true sustainability.  This is in keeping with the attributes of sustainable 
leadership that Hargreaves and Fink (2004) offered, 
Leaders develop sustainability by committing to and protecting deep learning in their 
schools; by trying to ensure that improvements last over time, especially after they have 
gone; by distributing leadership to and responsibility to others; by considering the impact 
of their leadership on the schools and communities around them; by sustaining 
themselves so that they can persist with their vision and avoid burning out; by promoting 
and perpetuating diverse approaches to reform rather than standardized prescriptions of 
teacher and learning and by actively engaging with their environments (p.13). 
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Ultimately, the researcher concluded that sustainability of reform is about far more than 
just achieving the indicators of sustainability defined in the literature referenced in chapter 2.   
These indicators include institutionalization of reforms (Datnow, 2005), reforms becoming 
routine and effortless, (Hargreaves & Goodson, 2006), and long-term survival of reforms 
(Fixsen, 2005).  True reform sustainability requires sustainable leadership practices to ensure that 
those implementing the reforms are able to develop the sense of purpose, commitment and 
efficacy necessary for the reforms to thrive in a healthy, professional and productive 
environment that supports continued implementation of those elements. 
The educators in this study are, each in their own way, practitioners of sustainable 
leadership. These leaders were able to achieve goals that mattered through the development and 
implementation of changes that mattered during the RPI.  Though they did not implement every 
strategy perfectly, and though they did not achieve every academic goal, they sustained.  As a 
result, the children, and community of the Central Elementary School District are better educated 
and better prepared to succeed because of the work of these leaders and their commitment to 
making and sustaining changes that matter. 
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Appendix A 
Participant Interview Questions 
Note to interview participants:  During this interview, you will be asked a series of questions 
designed to engage you in reflecting on your experience as a participant in the partnership 
between Central Elementary School District (a pseudonym), WestEd, and the Ellis Center for 
Excellence in Education. Please share your perceptions as fully and accurately as possible.  Some 
of the questions will ask you to reflect on specific reform elements that were introduced during 
the partnership.  You may review the Table of Reform Initiatives Implemented During the 
Partnership to help aid in your recall. Please begin by describing your role in the partnership. 
Interview questions: 
1. What were the goals of the partnership from your point of view? 
2. Describe your overall perception of the effectiveness of the partnership at achieving those 
goals.   
3. What observations or evidence supports this perception? 
Note to interview participants:  For the next 2 questions, consider that a leader(s) is often a direct 
supervisor but can also be someone else who has an influence on the work, habits and attitudes 
of others: 
4. Who did you identify as your leader(s) during the partnership?  
5. Why did you identify this/these person/people as a leader(s)? 
Note to interview participants:  Some of the following questions will ask you to reflect on the 
actions of the person(s) you identified as your leader(s) during the partnership. Please consider 
the actions of that/those person/people when responding to the following questions about leaders.  
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6. Frequent classroom observations by Principals and Instructional Coaches was a reform 
element designed to ensure that principals were investing at least half of their time in 
classrooms and instructional coaches were investing at least 80% of their time in 
classrooms giving teachers feedback about their instruction: 
a. Describe your experience with classroom observations by principals and 
instructional coaches. 
b. How would you characterize your leader’s approach to the implementation and 
ongoing use of classroom observations by principals and instructional coaches? 
c. How are classroom observations by principals and instructional coaches still 
evident in your work today, if at all? 
d. (If classroom observations by principals and instructional coaches are still 
present) How did your leader’s approach to the implementation of classroom 
observations by principals and instructional coaches support your continued use 
of those practices? 
e. (If classroom observations by principals and instructional coaches are not still 
present) How did your leader’s approach to the implementation of classroom 
observations by principals and instructional coaches contribute to the fact that 
those practices are no longer present in your work? 
7. Instructional Practices to Support All Learners (CT4S) was a reform element designed to 
ensure that all teachers were able to implement effective instructional strategies in their 
classrooms.   
a. Describe your experience with the implementation of the CT4S. 
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b. How would you characterize your leader’s approach to the implementation and 
ongoing use of the CT4S? 
c. How are the CT4S practices still evident in your work today, if at all? 
d. (If CT4S practices are still present) How did your leader’s approach to the 
implementation of the CT4S support your continued use of those practices? 
e. (If CT4S practices are not still present) How did your leader’s approach to the 
implementation of the CT4S contribute to the fact that those practices are no 
longer present in your work? 
8. Teacher participation in Professional Learning Communities (PLCs) was a reform 
element designed to ensure that teachers were both collaborating to plan and using data to 
drive instruction:  
a. Describe your experience with the implementation of the PLCs. 
b. How would you characterize your leader’s approach to the implementation and 
ongoing use of the PLCs? 
c. How are PLCs still evident in your work today, if at all? 
d. (If PLCs are still present) How did your leader’s approach to the implementation 
of the PLCs support your continued use of those practices? 
e. (If PLCs are not still present) How did your leader’s approach to the 
implementation of the PLCs contribute to the fact that those practices are no 
longer present in your work? 
9. The systematic use of Common Formative Assessments (CFAs) was a reform element 
designed to provide teachers with meaningful, frequent information about student 
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performance so that they could adjust their instruction for both student remediation and 
enrichment as needed: 
a. Describe your experience with the implementation of the CFAs. 
b. How would you characterize your leader’s approach to the implementation and 
ongoing use of the CFAs? 
c. How are CFAs still evident in your work today, if at all? 
d. (If CFAs are still present) How did your leader’s approach to the implementation 
of the CFAs support your continued use of those practices? 
e. (If CFAs are not still present) How did your leader’s approach to the 
implementation of the CFAs contribute to the fact that those practices are no 
longer present in your work? 
10. Math Pathways and Pitfalls was a professional development and instructional program 
that was implemented during the partnership to ensure that both students and teachers 
developed a conceptual knowledge of mathematics: 
a. Describe your experience with the implementation of Math Pathways and Pitfalls. 
b. How would you characterize your leader’s approach to the implementation and 
ongoing use of Math Pathways and Pitfalls? 
c. How is the Math Pathways and Pitfalls program still evident in your work today, 
if at all? 
d. (If Math Pathways and Pitfalls is still present) How did your leader’s approach to 
the implementation of Math Pathways and Pitfalls support your continued use of 
those practices? 
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e. (If Math Pathways and Pitfalls are not still present) How did your leader’s 
approach to the implementation of Math Pathways and Pitfalls contribute to the 
fact that those practices are no longer present in your work? 
11. The development of the curriculum essentials which included the essential or focus 
standards, pacing guides and unit guides was a reform element designed to ensure that a 
guaranteed and viable curriculum was established and implemented:  
a. Describe your experience with the implementation of the curriculum essentials. 
b. How would you characterize your leader’s approach to the implementation and 
ongoing use of the curriculum essentials? 
c. How are the curriculum essentials still evident in your work today, if at all? 
d. (If curriculum essentials are still present) How did your leader’s approach to the 
implementation of curriculum essentials support your continued use of those 
practices? 
e. (If curriculum essentials are not still present) How did your leader’s approach to 
the implementation of the curriculum essentials contribute to the fact that those 
practices are no longer present in your work? 
12. Sustainability visits by personnel from district office and WestEd staff was a reform 
element introduced to ensure continuity of reform implementation across all schools and 
to provide school teams with encouragement and problem-solving support: 
a. Describe your experience with the implementation of the sustainability visits. 
b. How would you characterize your leader’s approach to the implementation and 
ongoing use of the sustainability visits? 
c. How do the sustainability visits impact your work today, if it all? 
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13. In what ways, if any, were your perceptions of yourself as a leader affected by your 
leader’s actions during the partnership? 
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Appendix B 
CT4S Classroom Observation Checklist and Note Taking Guide 
!  Communicate Selected Standards or     
      Objectives to All Students 
The teacher demonstrates all of the following attributes: 
___Aligns the learning to district curriculum maps 
___Aligns learning to DOK Level 2 or higher as required 
      by the standards or objective(s) 
___Displays objective(s) in student friendly language to 
      inform students of what they need to know and be 
      able to do 
___Explicitly states or refers to the objective(s) during 
      the lesson 
 
!  Make Learning Relevant 
The teacher demonstrates any or all of the following 
attributes: 
____Engages students to recall prior knowledge, skill, or  
        past experience and relates these to the new learning 
____Establishes for students a reason why they need to  
        know the content or be able to use the skill 
____Provides activities that are related to real-life  
        application 
 
!  Emphasize Key Vocabulary  
The teacher demonstrates all of the following attributes: 
____Displays the key vocabulary from the lesson 
____Reviews, defines, or demonstrates how the key  
        vocabulary is used within the context of the learning 
____Engages students to look at/read, say, and write or  
        demonstrate the key vocabulary from the lesson 
 
!  Provide Verbal Scaffolding to Assist and Support 
Student Use of Academic Language  
The teacher demonstrates all of the following attributes: 
___Teacher speaks 50% of the time and students speak  
      50% of the time 
___Teacher and students speak in complete sentences 
___Directs students to include the academic 
      language in their spoken responses or conversations 
___Assists students with correct academic language  
      pronunciation and/or syntax usage when errors 
      are made 
 
!  Provide Instructional Scaffolding to Assist 
      and Support Student Understanding 
The teacher demonstrates any or all of the following 
attributes: 
___Explicitly explains and models the learning 
___Provides teacher-led practice on the learning 
___Provides targeted small group instruction 
___Facilitates student-led learning 
 
!  Ensure Student Engagement Throughout  
      the Learning 
The teacher demonstrates all of the following attributes: 
___Directs students to be engaged in academic learning 
___Directs 85 percent or more of the students to be 
      engaged in academic learning at the same time 
___Makes student engagement mandatory (ensures) for 
      85 percent or more of the students throughout the 
      academic learning 
 
Determining 85%:      
             44-38< 6               37-31<5              30-24<4 
              23-17< 3               16-10<2                  9-3<1  
 
!  Use Selected Student Engagement 
      Techniques 
The teacher directs the student(s) to do any or all of the 
following: 
___Identify similarities or differences 
___Summarize 
___Take notes 
___Use a nonlinguistic representation/graphic organizer 
___Complete an advance organizer 
___Complete a student vocabulary log 
___Engage in structured academic talk 
 
!  Use Formative Assessment to Determine the  
      Instructional Needs of All Students  
The teacher demonstrates all of the following attributes: 
___Engages all students to respond to a question(s) by  
 signaling, writing, performing, or speaking for oral     
      language development in order to check for 
      understanding 
___Reviews elicited behavior to check for all students’  
      understanding in order to determine instructional needs 
___Provides acknowledgement or clarification based on  
      students’ responses/check for understanding 
 
!  Maintains Standards for Behavior, Routines, 
      and Transitions 
The teacher demonstrates all of the following attributes: 
___Provides standards for behavior and routines 
___Provides transitions that are efficient to avoid loss of  
      instructional time 
___Models appropriate behavior consistently 
___Enforces appropriate behavior consistently and/or carries  
      out disciplinary actions as needed 
___Avoids the use of put-downs and sarcasm 
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Teacher: _____________  School: __________    Grade/Content: ________  Date:  __________       
   
Start Time: _________ End Time: ______  # of Students: __________ 
 
Displayed Objective: ____________________________________________________________ 
 
Teacher Actions and Words Student(s) Actions and Words 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Determining 85%:          44-38< 6           37-31<5            30-24<4           23-17< 3           16-10<2           9-3<1 
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Appendix C 
Table of Reform Initiatives Implemented during RPI 
 
Stage 
 
Year Domain Reform Element 
Exploration 
& 
Installation 
1 
2008-09 
Leadership • Initial needs assessment 
• Training in implementation research based on Fixsen, et al. 
(2005) 
• Initial training in Coach for Success (C4S) 
• Initial training in Central Teach for Success (CT4S) version 1 
Instruction • Initial implementation of CT4S version 1 
• Initial training in CT4S version 1 for teachers 
Initial 2 
2009-10 
Leadership • Continued implementation of CT4S 
• Continued implementation of C4S 
• Initial training in leadership practices (vision, communication) 
Instruction • Continued implementation of CT4S version 1 
• Initiation of weekly planning and data analysis meetings for 
teachers 
Curriculum • Development and implementation of pacing calendar with 
essential objectives  
• Initiation of weekly planning meetings for teachers 
Assessment • Development and implementation of common formative 
assessments 
• Initiation of weekly data analysis meetings for teachers 
Full  3 
2010-11 
Leadership • Discontinued training in leadership practices 
• Continued implementation of CT4S 
• Continued implementation of C4S 
Instruction • Develop and implement CT4S version 2 
• Initial implementation of English Learners and the Language Arts 
(ELLA)  
Curriculum • Refine pacing calendars and essential objectives to reflect 
Common Core  
Assessment • Initiation of quarterly action planning process 
• Continued implementation of common formative assessments 
Sustainability 4 
2011-12 
Leadership • Begin sustainability phase 
Instruction • Develop and implement CT4S version 3 (including ELLA 
components) 
• Continued implementation of ELLA 
Curriculum • Initial training and implementation of Math Pathways and Pitfalls 
• Continued revision of pacing calendars and essential objectives 
Assessment • Continued implementation of common formative assessments 
5 
2012-13 
Leadership • Continue sustainability phase 
Instruction • Continued implementation of CT4S version 3 
• Discontinued implementation of ELLA 
• Continued implementation of Math Pathways and Pitfalls 
Curriculum • Continued revision of common pacing calendars and essential 
objectives 
Assessment • Initial implementation of performance-based assessments 
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Stage 
 
Year Domain Reform Element 
 
6 
2013-14 
Additional 
 
Leadership 
• Implementation of Leadership Triads  
 
Instruction • Continued implementation of CT4S version 3 
• Discontinued implementation of Math Pathways and Pitfalls 
 
Curriculum • Update of common pacing calendars to reflect focus and 
embedded standards 
 
Assessment • Clarification of the roles of formative and summative assessments 
• Addition of Instructional Effectiveness Pre/Post Assessments 
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Appendix D 
NAU IRB 
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Appendix E 
Informed Consent 
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